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Abstract
This study explores the discourses that occurred within me as a new teacher starting my career at 
a culturally ‘different’ school. In particular it examines how teaching in this environment 
impacted my own professional identities and my construction of those I perceived as being 
culturally ‘different’ or the ‘other.’ For the purposes of this thesis identity will be defined as 
one’s changing concept of herself and how she seeks to portray this concept to others through 
daily performances. This sense of self is formed by one’s internal discourses regarding her own 
skills, values and abilities as well as external discourses of how she perceives her audience views 
her performances of self. Discourse in this study is defined as conveying meaning through 
language, clothing, gestures, body language, symbols or other means.
This study employs qualitative and autoethnographic methodologies. Over one hundred 
journal entries ranging from poems and prose to single sentence entries were analyzed for major 
themes and patterns. Findings indicated that when I as a new teacher felt my professionalism was 
not respected by the administration, I developed strong feelings of incompetence and fear of 
being revealed as an imposter. With the continuation of feeling judged and deemed as 
unprofessional or illegitimate by the administration, a discourse or perception of self and ‘other’ 
emerged in my daily journals. The importance of mutually respecting relationships with the 
socially constructed ‘other’ are highlighted along with the creation of a third space where
iii
discussion of ‘differences’ may occur. When both these elements became part of my experience 
the perception of my professional incompetence and the ominous ‘other’ faded.
Keywords: New teacher professional identity, teaching in unfamiliar cultural settings, self and 
other discourses, new teacher mentor relationships, the third space in teaching.
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Beyond what's covered 
The lesson missed 
About how to survive in all of this 
The pages of the textbook missing 
The map for the path left unwritten 
To lead new teacher through the world she's bidden 
A class all of its very own 




Context and Background Information:
One of the many graduates of a Bachelors of education program and eager to find work teaching 
anywhere I could, I took a job at an orthodox school of a different religious and cultural 
affiliation than my own. Coming from a multi faith family and background myself, I thought I 
would have little difficulty adapting to any differences between my own and the school’s 
practices. My numerous friendships with people from a variety of cultures, and my status as a 
multi lingual, made me confident that any differences in language or culture that I had with 
members of the school would not be a large issue for anyone.
As a new teacher, I was excited to have my first real fulltime teaching position. Yet, there was 
little transition time for me to adapt to my new position in the school. For after phoning the 
school in response to their online job posting, I was interviewed and hired on the spot to teach 
the next day. The night before I was to start, I thought excitedly of how I would teach certain 
components of the curriculum. It did not matter that the school did not have enough English 
textbooks for the students or that I only had a single night to prepare for what I would teach for 
the week, I was officially a ‘real’ teacher.
Soon after starting in this position I realized just how little I knew about conveying my own 
professional image or voice; let alone handling the daily struggles that face a classroom teacher. 
Within a school culture quite different than anything I was used to, I felt akin to a substandard 
teacher as I struggled through that first year. The school, along with being orthodox in its faith, 
had very different constructs of gender, learning and professionalism than what I was used to. In 
terms of gender constructs it asserted that females should not meet the eyes of males, women
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should cover their forms and skin completely and female students should not raise their voice nor 
be in close physical proximity to any male. Female students and male students sat on different 
sides of the cafeteria and the class room, lined up at the lunch counter in separate lines and 
female students were never allowed to speak to male students under any circumstances. In terms 
of learning, the administration believed acceptable instruction only took the form of individual 
silent seat work and teacher lectures. Group work was not acceptable. Furthermore it seemed my 
professional opinion matter little to the administration which believed they had to keep an eye on 
me as I taught, so I did not ‘Westernize’ the students. As a result I felt I was a substandard 
teacher or an imposter within the first two weeks of teaching at the school.
However according to research into the area of a new teacher’s first year, I was not alone in 
these sentiments (Brock and Grady, 2007).The transition from theory to actual teaching practice 
can be a stressful one for both pre-service (Goldstein, 2005) and first year teachers (Huberman, 
1993; Sizer 1992; Johnson, 1990; Johnson and Birkeland, 2003; Loughran, Brown and Doecke, 
2001). Both must struggle with defining their new identity as a teacher (McNally, Blake and 
Reid, 2009), reality shock over the fact that not all students are as eager to leam as the teacher is 
to teach (Brock and Grady, 2007), feelings of isolation (Rosenholtz, 1989; Eggen, 2002; 
Stansbury and Zimmerman, 2002) and finding and applying classroom management strategies 
(Veenman, 1984; Weiss and Weiss, 1999; Brock and Grady, 2007). Huberman’s 1993 study 
indicated that teachers with little prior experience in the classroom felt sentiments of 
incompetency, feared the opinions of others regarding their teaching and felt as if they were just 
trying to survive when it came to dealing with daily teaching duties. Moir’s (2009) phases of first 
year teaching suggests that by the end of the first month of instructing a new teacher feels 
overwhelmed (Jonson, 2008). This feeling of what Moir (2009) dubbed ‘survival’ later
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transforms into ‘disillusionment;’ a sense of discouragement that may lead new teachers to 
question their abilities or place in the profession (Jonson, 2008). Regardless of whatever title is 
given to a new teacher’s sentiments of incompetency or transitional shock, this phase can last on 
average between one to two years (Katz, 1972; Katz, 2004). On top of all of this, many teachers 
experience a significant level of anxiety and stress attempting to conform to a school culture 
(Roehrig, Pressley and Talotta, 2002), regardless whether they are a member of the most 
represented religious, ethnic or socioeconomic demographic attending the school (Veenman, 
1984; Brock and Grady, 2007; Chatlain and Noonan, 2005). Studies of first year Catholic 
teachers employed at private schools of their own faith indicated these individuals still struggled 
with the interpretation and outplay of their faith in the school culture (Brock and Grady, 2007; 
Chatlain and Noonan, 2005). These teachers did not perceive or connect to their faith the same 
way many of their administrators, students or other teachers on staff seemed to (Brock, and 
Grady, 2007; Chatlain and Noonan, 2005). When teaching in a school based in a completely 
different culture and ethnicity than their own, numerous pre-service and first year teachers feel 
uncertain on how they would approach teaching a multicultural classroom (Sleeter, 2001; 
Johnston, Carson, Richardson, Donald, Plews and Kim, 2009).
With this in mind I, as a first year teacher, am examining how my identity and perceptions of 
those of the separate cultural group changed as I taught in a culturally unfamiliar or ‘different’ 
environment. For the purpose of this thesis, identity will be defined as one’s concept of herself 
or her own skills, attributes, motives, values, abilities and traits (Geertz, 1975; Sampson, 
1988,1989; Shweder & LeVine, 1984). This concept of self is played out through a series of 
discourses as one seeks to convey this sense of self to others through daily ‘performances’ 
(Goffman, 1959, p. 15). How one thinks her audience perceives her in turn impacts her own
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construction of her skills, traits and self along with her performances of this self (Goffman, 
1959). Identity then becomes an interpretive practice as one interprets others’ response to her 
performances when she seeks to define herself (Heracleous and Hendry 2000).
To understand my own sense of identity and how it may have changed, I will reflect on my 
perceptions of my first year of teaching at a private orthodox school. How does my 
understanding of myself and what I conceived to be the separate culture I teach in change? How 
do I view myself, the students, the administration and the different culture as I teach and interact 
with a culturally different environment through discourse? James Gee uses Discourse as Big D 
and little d to explain macro level (society, institutional) and micro level discourse (everyday 
life), but Byrd Clark (2009) tries to show how the macro and micro level of discourse overlap, 
and how these overlappings become visible in peoples’ everyday lives, particularly individuals 
with complex, multiple identities and transnational ties who have to navigate different kinds of 
discourses (e.g. professionalism, racism, homophobia, gender) that they encounter in places, like 
school.
Because I use the term “discourse” throughout my thesis, I want to articulate and define how I 
am using this notion here. I take the position of Byrd Clark (2009) and employ the term 
discourse here to represent language practices and social practices that individuals use in their 
everyday lives to make sense of their actions or their social realities by expressing positions and 
representations (see also Fairclough, 1995; Labrie, 2002). In this case, I observe the ways in 
which individuals (including myself as an auto-ethnographer) use their linguistic and social 
(cultural) practices, in relation to societal norms through different interactions and contexts. In 
examining my interactions in this thesis I also utilize Homi Bhabha’s third space.
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The third space: One of Homi Bhabha’s central ideas is that of "hybridisation," which, taking 
up from Edward Said's work, describes the emergence of new cultural forms from 
multiculturalism. Instead of seeing colonialism as something locked in the past, Bhabha shows 
how its histories and cultures constantly intrude on the present, demanding that we transform our 
understanding of cross-cultural relations. His work transformed the study of colonialism by 
applying post-structuralist methodologies to colonial texts.
The concept of this “third space” is an important one, in that my interactions with Virgil, in 
particular, opened a new space where our imagined “homogeneous identities” were actually 
being transformed through our interactions and the sharing of our experiences. Through our 
interactions, we were creating, in essence, a third space, where neither of us could no longer look 
at the notion of culture or members of specific cultural group as static, or all the same. We 
realized that we ourselves had “hybrid” or “multiple” identities in this new space while at the 
same time, we could talk about how our positions shifted depending on with whom we were 
speaking and in which context we were (lunchroom, classroom, staff room, outside of school, 
etc.) While a lot of my ethnographic account demonstrates my repetition of societal norms, it is 
important to also highlight that it documents moments of my transformation. That is, my 
understanding of cross-cultural relations began to transform because of my experiences (and my 
reflection of my experiences) at the school and my interactions with different people at the 
school. To protect the students and those working at the school, pseudonyms will be used rather 
than real names. The school’s religion will only be mentioned as the faith of the school to also 
protect the school’s, its staffs’ and students’ anonymity.
The above questions on how I view myself and those around me are vital, as teachers’ 
perceptions of the transition process (Brock and Grady, 2007) and themselves (Goddard, Hoy
5
and Hoy, 2000, Gomez and White, 2010) may influence their view of demographically different 
students, and in turn unconsciously change their behaviour towards students (Jussim and Eccles, 
1992, Alvidrez and Weinstein, 1999, Gomez and White, 2010).
Rationale for Thesis:
The question of how a first year teacher comes to terms with her own professional 
identities in a culturally different environment is important. How a teacher defines herself as a 
professional influences not only her self identity and her professional identity (Pietsch and 
Williamson 2005) but how she views and constructs the culturally different ‘other (Gomez and 
White, 2010).’ These three perspectives of the self and ‘other’ are intertwined (Pietsch and 
Williamson 2005). One’s professional identity influences how she sees and teaches her students 
(Brock and Grady, 2007) which in turn influences students’ achievement and experiences in 
education (Goddard, Hoy and Hoy, 2000). Teachers who managed to adapt to school culture and 
view their transition into first year teaching as a positive experience display more self efficacy 
and confidence in the classroom (Brock and Grady, 2007). Teachers with high self efficacy often 
perceive their students more positively and capable of success (Goddard, Hoy and Hoy, 2000). In 
turn these students achieve far better marks than their peers who study with teachers who have a 
low sense of self efficacy and who view their students negatively (Jussim and Eccles, 1992, 
Alvidrez and Weinstein, 1999, Goddard, Hoy and Hoy, 2000, Gomez and White, 2010). If a 
teacher feels unable to adapt themselves to a school culture or a student’s culture, they often 
question their own ability at teaching resulting in a low self efficacy (Roehrig, Pressley and 
Tolotta, 2002).
Studying how the process of teaching at a culturally different school influences the 
transition process and a new teacher’s self identity then becomes vital in preparing new teachers
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who will face similar struggles. For pre-service and first year teachers who teach those from 
different ethnic and cultural groups than themselves and who do not adapt their identities well to 
school cultures, a dichotomy of self and ‘other’ or ‘us and them’ (Grumperz, 1982; Gomez and 
White, 2010, pp 1016) may be created in the new teacher’s own mind. A teacher’s future 
interactions with cultural groups may be changed by their perception of these groups (Ladson- 
Billings, 2006) and act as self fulfilling prophecies on their students (Holbrook, 2006; Ladson- 
Billings, 2006) who realizes these perspectives through the teacher’s language and behavior even 
if the teacher fails to do so themselves (Holbrook, 2006).
Teachers quickly “learn to internalize and enact roles and norms assigned to them by the 
school culture through what are considered ‘appropriate’ expressions and silences” (Zembylas, 
2008, p. 119). Given an increasingly diverse population in Canadian classrooms and a decreasing 
percentage of those teaching from visible minorities (Ryan, Pollock and Antonelli, 2008), the 
issue of helping new teachers adapt to culturally different students and environments is seen as 
ever more important. It is speculated by Stats Canada that visible minorities will make up 19 -  
23 percent of Canadian society by 2017 (Ryan, Pollock and Antonelli, 2008). As the population 
of visible minorities increases in Canada, teachers will need increasing supports to be able to 
adjust to an array of different cultural expectations and needs without feeling as if their own 
identities or sense of selves are being marginalized.
It is my hope that this self narrative or autoethnography on my transition into first year 
teaching in a culturally different school will provide insights for myself (Eisner, 1994; Chang, 
2006) and others to refine their own teaching identities (Attard and Armour, 2005; Chang, 2006; 
Foster, McAllister & O’Brien, 2006) for the best transition into the role of teacher regardless of 
the culture they teach in. My reflections on my experiences instructing in a culturally different
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school is not fixed data (Yallop, 2009). Yet, it is my hope in undertaking this study I can 
examine some of the norms, identity and roles (Chang, 2008) of new teachers in a culturally 
different environment so that I am more inclusive to all students. While many faculties of 
education offer cultural sensitivity classes and practicums (Ladson-Billings, 2006), formulating 
one’s own self identity and professional identity in a culture very different from their own is 
often beyond what can be covered in a faculty for teacher education.
Research Question:
By examining and reflecting on my own daily narratives, I explore the discourses that 
occur within a new teacher instructing in a culturally ‘different’ school. For the purpose of 
this thesis the term discourse will refer to the conveying of meaning though language, 
gestures, body language, symbols, emotions, recurrent themes in narratives and other means 
(Gee, 1999). Such research will take into account Huberman’s (1993), Moir’s (2009) and 
other’s findings on the experiences of new teachers (Katz, 1972; Katz, 2004), including 
feelings of inadequacy and the need for administrative support (Katz, 1972; Huberman,
1993). The climate of the school and how it influences the new teacher’s ability to adapt to 
the school culture will also be considered (Brock and Grady, 2007).
In short this thesis asks:
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1) How does teaching in a culturally different school influence not only a new teacher’s 
self and professional identities, but also his or her view of the separate culture in 
which he or she is teaching?
And
2) Does connection with a member of the different cultural group of the school enable or 
constrain a new teacher in overcoming stereotypes they may hold of that cultural 
group?
By asking such questions perhaps a better understanding to help orient the new teacher into 
teaching in culturally different environments may be created.
CHAPTER TWO: LITERATURE REVIEW
Professionalism:
Professionalism is a contested concept (Hoyle and John, 1995). This contested concept 
involves a sense of autonomy, responsibility and knowledge held by those in a profession (Hoyle 
and John, 1995). The responsibility and autonomy of this concept stems from individuals of a 
certain profession holding knowledge and expertise that others in their society may not posses 
(Millerson, 1964; Hickson and Thomas, 1969; Freidson, 2001; Arthur, Davison and Lewis,
2005). In return for this expertise, integrity and competence, the professional and society,
‘strike a bargain’ where the society trusts the professional by providing them freedom to 
practice without ‘lay supervision and interference (Rueschemeyer, 1983).’
Professionals are granted autonomy over their conduct and conditions of work, but are 
simultaneously expected to provide standards and controls to ensure their integrity and expertise 
(Freidson, 2001; Everets, 2009). With this autonomy the professional is bestowed with a sense of 
power and status reflected in monetary payments or societal reverence (Everets, 2003).
This social reverence considers the professional as a trustworthy moral agent that is 
attuned to societal values and beliefs (Arthur, Davison and Lewis, 2005). An example of such 
would be the behavior of an Ontario teacher reflecting the anti-bullying sentiments of the Safe 
Schools Act rather than engaging in actions that contradict this document. Professionals such as 
teachers are expected to reflect the morals and beliefs of society at large (Gewirtz, Mahony, 
Hextall and Cribb, 2009) and thus are esteemed as moral examples. In accordance to this 
definition, accountability to certain standards is expected of the professional. Professionals are
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expected to create identities that convey their conformity to certain values, behaviors and societal 
constructions (Arthur, Davison and Lewis, 2005; Pollock, 2009; Gewirtz, Mahony, Hextall and 
Cribb, 2009).
However the discourse of professionalism in the area of teaching is a fragile narrative. 
The work of teacher often involves controls and limits to the teacher’s authority based on 
government regulation and budgetary concerns (Evetts, 2003; Gewirtz, Mahony, Hextall and 
Crib, 2009). Furthermore, though such individuals are still professionals, the certified teacher at 
times does have their title of ‘professional’ automatically recognized by society or colleagues 
(Pollock, 2009). For example Ontario substitute teachers found themselves placed in a hierarchy 
below contract teachers as they were not granted professional development or a sense of being 
equally qualified to their fulltime teaching colleagues (Pollock, 2009). As a result these teachers 
felt themselves not fitting into the traditional construct of professional or ‘real teacher’ (Pollock, 
2009). Along with this, the location a teacher acquired her credentials from and her own ethnic 
origins impacts others’ views of her professionalism (Ryan, Pollock and Antonelli, 2008). Some 
employers refused to hire teachers from developing countries, noting concern that these teachers’ 
skills perhaps were inferior to others from their own country of origin (Ryan, Pollock and 
Antonelli, 2008).
Credentials, hierarchal position and racism do not remain the only area of contention in 
the pursuit of professionalism for teachers. In the pursuit of professionalism female teachers also 
feel an increased pressure from society to dress in clothing traditionally associated with the role 
of teacher (Weber and Mitchell 1995; Cattani, 2002 ) and use certain ways of speaking or 
holding themselves (Brock and Grady, 2007). Thus professionalism along with school culture 
could be considered a discourse or script (Evetts, 2003) that one practices, interprets and
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modifies their behavior in response to what they perceive is required from them (Gee, 2006). Yet 
one would argue that individuals not fitting into the school culture still exhibit professionalism as 
they maintain the body of knowledge that is required of their profession. Professionalism not 
only is based on credentials and internalized values, but outwards displays and communications 
that one is upholding the standards and attitudes expected of them. For new teachers, the forming 
of an identity that corresponds to their need for a sense of professionalism becomes a journey 
into a foreign topography, where one is expected to quickly familiarize themselves with the 
landscape of values and expectations of dress, attitudes and behaviours.
Professional Identity:
Studies on teachers’ professional identity define this concept in innumerable ways. For 
some researchers, teachers’ professional identity involves the subject one teaches defining 
oneself, such as English opposed to math (Beijaard, 1995); the conception of how a ‘real’ 
teacher should dress, speak and act by students, other teachers and society in general (Britzman, 
1986; Beijjard, 1995; Weber and Mitchell, 1995; Cattani, 2002 ); how competent a teacher feels 
of their knowledge in a certain subject matter or of their performance before a class (Beijjard, 
1995), how the teacher fits into the ‘schools culture’ in general (Brock and Grady, 2007); a 
teacher’s abilities in classroom management (Brock and Grady, 2007) or the pedagogical 
approach of the teacher (Shimahara and Sakai, 1995).
For the purpose of this study professional identity will comprise how a teacher perceives 
herself and feels she is perceived by her administration, students and colleagues in terms of 
fitting into the school culture, being esteemed as an expert in the field and as a moral
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agent. Furthermore, all these theories uphold that professional identity is based on the 
perceptions of both the teacher on herself and how she thinks others may see her. They also 
uphold that a teacher’s prior experience along with their present environment influences not only 
their professional practice, but also their professional identity. Thus professional identity is 
closely tied to personal identity which entails a person’s values, beliefs, knowledge and 
experiences (Pietsch and Williamson, 2005).
Though the researcher acknowledges studies that ascribe to the theory of an inner 
essence of identity that is based on prior experiences (Beattie, 2001), she believes that facets of 
identity also may be influenced or pushed in certain directions by certain external and internal 
stimuli. For example a teacher trained in Japan may identify themselves with an instructional 
approach favoring rote learning (Shimahara and Sakai, 1995), while a teacher trained in Ontario 
focuses their practice on a more ‘child centered’ approach. When placed into a context where a 
Japanese teacher will have to adapt their lessons to fit a North American classroom, they will be 
able to change their lesson plans to accommodate their students, but will still experience some 
‘culture shock’ in the process (Shimahara and Sakai, 1995). One’s perceptions of self are shaped 
continually not only by the past but by one’s present and future interactions and experiences 
(Hall, 1992; Byrd Clark, 2009).
School Culture:
Regardless of their time in teacher training, new teachers often struggle to adapt to the 
school cultures in which they find themselves (Brock and Grady, 2007). While society has a
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certain image of a teacher and their expected behaviours (Weber and Mitchell, 1995) each school 
has its own unwritten rules, values, routines, behaviours, traditions, rituals, norms, beliefs and 
hierarchy of how one is supposed to act, think and feel in certain situations (Peterson and Deal. 
2002; Cattani, 2002; Brock and Grandy, 2007). These unwritten mies may involve everything 
from the extra time a new teacher is expected to put in before and after school (Brock and 
Grandy, 2007) to how one is supposed to interact with students in the hallways (Cattani, 2002), 
to how a teacher speaks, dresses and behaves ( Bourdieu, 1982:Weber and Mitchell, 1995). 
School culture may even influence teaching methods as highlighted by Nobuo K. Shimahara and 
Akira Sakai (1995) as certain school cultures may favour quiet rote learning methods and distant 
unapproachable instructors, while others emphasize concerned instructors and an array of more 
hands-on methods of learning (Schein, 1986; Owens, 1989). This culture is influenced by the 
community the school is in, its student body, its teachers, its administration and even its parents 
(Brock and Grandy, 2007).
Somewhat comparable to the concept of cultural capital where one must understand 
shared meaning and symbols between members of a certain group (Bourdieu, 1973; Bourdieu, 
1977) school culture looms over the new teacher who must not only have a map of how to 
navigate through an array of social and organizational interactions of a foreign world, but 
understand the foreign language the map is written in (Bourdieu, 1977, 2 - 15). That is to say, a 
new teacher must leam how to quickly maneuver to what Bourdieu refers to as the ‘mies of the 
game’ (Bourdieu, 1991, 13). These so-called mies are enacted within the culture of the school on 
a daily basis. For instance, culture influences every daily operation, interaction and decision that 
is made in the school (Peterson and Deal, 2002), as everyone (particularly those in power or from 
a dominant culture) familiar with the culture operate under the assumption that everyone just
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knows ‘that is how it is done here’ (Brock and Grady, 2007, pg 32). As ‘everyone’ is supposed to 
be familiar with the school culture these practices may not be stated out right, made explicit, or 
acknowledged, but simply expected (Peterson and Deal, 2002). Teachers can indicate that they 
have aligned themselves with the school culture by taking on the accepted linguistic patterns, 
dress, attitudes, values and behaviors ascribed upon them by the school culture (Cattani, 2002).
Yet as indicated by Brock and Grady (1997) in their studies of Catholic teachers spending 
their first year of teaching at a private school of their own faith, this can be a stressful process 
that leaves some teachers struggling to adjust. The new teacher may feel a sense of dressing in 
costume or of acting, as they take on the prescribed behaviors and appearance of the school 
(Cattani, 2002). Some teachers have expressed a sense of losing themselves when they are faced 
with taking on the image the school culture wishes them to portray (Cattani, 2002).
It is here that a distinction is required to be made between the school culture which was 
practiced within the walls of the private institution itself and the overall faith and culture that was 
practiced by those connected with the school. Though the overall culture practiced by the school 
would be impacted by their faith and their cultural connections, the school exhibits its own 
interpretation of its faith. The behaviors and expectations of the administration, staff and students 
based upon the school’s culture will be referred to in this thesis as the ‘school culture,’ whilst the 
overall faith and culture practiced by the students and the administration will be identified as ‘the 
faith or culture practiced by the school.’ A distinction between these two is required as Brock’s 
study (1997) of Catholic teachers spending their first year of teaching at private schools of their 
own faith indicates that a school culture based in the same faith or community of the new teacher 
still maybe dramatically different than the overall interpretation of the philosophies or practices 
of other adherents of that particular group. Along with these concerns, new teachers often go
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through a series of phases or stages where they are confronted with feelings of incompetence and 
struggle before they gain a sense that they too have become a ‘real’ teacher.
Phases of New Teacher Transition:
Upon finding themselves before a classroom, new teachers travel through an array of 
phases (Moir, 2009 Huberman, 1993). In his survey of female teachers with five to ten years 
experience, Huberman (1993) suggests three stages of teacher transition including beginning, 
stabilization and new challenges and new worries. The stage of beginner offers individuals two 
separate potential experiences as either an ‘easy beginning’ or a ‘painful beginning (Huberman, 
1993, p 34).’ The teacher faced with painful beginnings feels isolated from her colleagues, 
describes her administration as over controlling, has trouble connecting with students, is unsure 
of how to teach and thus responds to situations and teaching through trial and error (Huberman, 
1993).
Those who reported more positive experiences reflect on working conditions that are a 
complete reverse of the above factors (Huberman, 1993). Early negative experiences, as 
highlighted above, lead new teachers to feel a sense of panic, nervousness, stress and self doubt 
that later leads to pedagogical issues and in some cases depression for the new teacher 
(Huberman, 1993). Positive experiences lead to a teacher’s sense of pleasure in their work and 
positive self perceptions (Huberman, 1993). However both groups despite being subjected to 
positive or negative climates, displayed concerns over work load and adapting to their work 
(Huberman, 1993).
Along with negative and positive climates, new teachers with little prior experience find 
that the beginning phase for them features a preoccupation with the opinions of others regarding 
their work, not feeling equal to the work they are expected to complete, self preoccupation and 
feeling one is just surviving (1993 Huberman). According to Huberman this beginning stage may 
last up to six years or more and becomes an either positive or negative event based upon the 
teacher’s experience, training, feelings of being supported and encouraged, their life outside the 
school, connecting with the administration and realizing their pedagogical skills are increasing 
(Huberman, 1993). Huberman’s findings indicate that help and support from a colleague scored 
highest in terms of helping new teachers cope with these feelings of just trying to survive. A 
colleague’s help and support was more effective than less teaching hours, receiving resources 
and not taking their teacher’s college certification concurrent to the beginning of their teaching 
career (1993).
Following this beginning stage is stabilization and commitment where the teacher is 
committed to their work, has a sense of autonomy, surrounds him or herself with other teaching 
peers, has a sense of competence in their teaching skills and manages to balance teaching and 
their lives outside the school (Huberman, 1993). The final stage that Huberman identified among 
female teacher with five to ten years of experience is New Challenges and New Worries phase. 
Similar to the beginning stage this period can be positive, where the teacher changes something 
in their classroom or pedagogical practice, or negative where the teacher feels added 
responsibilities and becomes worn out with the sense of routine or amount of work that is 
required of them (Huberman, 1993).
Huberman’s stages correlate somewhat with his predecessor Lillian Katz’s four stages of 
teacher development being survival, consolation, renewal and maturity. Similar to a teacher with
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little prior experience in Huberman’s model, Katz’s (2004) stage of survival involves teacher 
concern over how others view their performance and feelings of incompetency. These feelings 
are augmented when the teacher’s perceptions of students’ idealized behaviour and reality do not 
match up (Katz, 2004). Teachers in this stage require encouragement and support along with 
specific guidance on how to handle classroom situations (Katz, 1974; Katz, 2004). Similar to 
Huberman’s stage of stabilization and commitment, Katz’s second stage of consolidation centers 
on the teacher’s realization that they can survive the profession and start to commit to refining 
their skills (Katz, 1972; Katz, 2004). Instead, suggesting his second stage occurs after around six 
years, Katz upholds that this sense of stability appears near the end of the first year of teaching or 
soon into the second year of teaching (Katz, 1972; Katz, 2004).
In order to aid teachers through this phase Katz suggests the need for an experienced 
colleague with which one can share and exchange ideas and information. Akin to Huberman’s 
third stage, Katz’s phase of renewal suggests that teachers start to become bored by routine and 
must change their practice in some way to keep their level of commitment and engagement by 
their third or fourth year (Katz, 2004). For this stage Katz notes that teachers need to connect 
with colleagues from other programs and share information and ideas (Katz, 1972).
The final stage of Maturity in Katz model is where new teachers have come to terms with 
their teaching identity but continue to look for new resources and ways of thinking (Katz, 2004) 
This stage somewhat matches a stage of disenchantment or recovered balance that Huberman 
identified in his sample of teacher with thirty to thirty nine years of experience and involves the 
teacher’s self realization of themselves as a teacher (1993). Huberman and Katz are not alone in 
their attempts to categorize the stages teachers experience in their practice. Tracking a timeline 
significantly shorter than Huberman’s three stages that stretch out over ten years, or Katz’s that
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entail five years, Moir tackles an array of stages that new teachers experience in their first year of 
teaching.
Ellen Moir’s study (2009) of over a thousand first year teachers reveals five stages that 
the beginning teacher progresses through within their first year of teaching. In their first week of 
teaching, new teachers experience a stage known as anticipation where they display enthusiasm 
and a sense of romanticism when thinking about their role in the upcoming school year (Moir, 
2009). However this phase quickly ends by the end of the first week of teaching and is replaced 
by the following phase of survival. Lasting six to eight weeks this stage involves the new teacher 
feeling overwhelmed and hoping that all the tremendous efforts she undertakes in formulating 
lessons will decrease and that teaching will become easier (Moir, 2009). Commitment to 
teaching in the new teacher is usually high at this phase.
Realizing that all the extra hours and efforts she is required to put into teaching are not 
subsiding after six to eight weeks of teaching, the new teacher enters the third stage of 
disillusionment (Moir, 2009). It is here where new teacher’s self esteem starts to falter and that 
she questions her own competence as a teacher (Moir, 2009). The commitment that is displayed 
in the survival stage also starts to falter as the teacher wonders whether teaching is her proper 
vocation (Moir, 2009).
Mid year after having a December break new teachers have a new sense of 
accomplishment and hope. The new teacher returns after the holiday break with refined coping 
skills and tries to further work on her teaching skills and long term plan development. The new 
teacher still question herself at times during this stage though as she is concerned with students’ 
performance and whether she can meet all the curriculum expectations by the end of the year. 
Seven months into their first year teaching the final stage of reflection occurs where the new
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teacher looks back on what she did for the year and makes plans for the following year of 
teaching.
In order to ensure successful progress through these stages Moir calls for support and 
encouragement for new teachers and highlights that the top reasons for new teachers leaving the 
profession is a lack of autonomy along with poor support from the district, colleagues and the 
administration. Moir’s beginning stages correlate well with what Katz and Huberman label 
‘survival’ or the ‘beginning phase,’ as all involve feelings of incompetence and concerns for 
performance in front of others. The later stage of ‘rejuvenation’ connects somewhat with the 
phases o f ‘consolidation’ and ‘stabilization’ and ‘commitment’ where the teacher gains 
confidence again in their own teaching skills. Facing numerous challenges of adapting to the 
foreign country they have stumbled into, the new teacher requires support, guidance and a little 
help from their more experienced friends.
Minimizing New Teacher Stress and Strain with Support and Mentoring: Compasses for 
New Teachers in Transition.
In order to survive the transition into a new culture with new expectations of behavior 
and perspectives, new teachers require support (Huberman, 1993; Brock and Grady, 2007). If the 
new teacher feels that she is being judged by her administration instead of supported, she loses 
trust in her superiors (Huberman, 1993). If this pattern continues with the administration the new 
teacher may ‘bum out (Huberman, 1993, p 259)’ or simply leave the profession (Brock and 
Grady, 2007). Behind increasing accountability, workload issues, dealing with students and 
parents, an unresponsive administration ranked fifth as one of the main reasons teachers left the
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profession (Tye and O’Brien, 2002). In his study of teachers’ lifecycles Huberman (1993) 
emphasized that teachers require a sense of support and connection with not only their colleagues 
but with the administration or institution that had hired them.
This support may take the form of mentoring (Brock and Grady, 2007), encouragement 
for the teacher’s efforts (Huberman, 1993; Eberhard, Reinhardt-Mondragon and Sottlemyer, 
2000; Brock and Grady, 2007) and taking time to explain and work through the school culture 
with the teacher (Brock and Grady, 2007). The provision of guidance through mentoring features 
three major methods including: evaluation through direct observation of the teacher’s practices, 
clinical supervision where a supervisor works beside a teacher and provides feedback, and the 
cognitive coaching model where teachers are provided guidance and support through a trusted 
and more experienced peer (Hannay, Wideman and Seller, 2006; Brock and Grady, 2007;
Jonson, 2008). This later method involves a more experienced teacher providing guidance and 
support to an inexperienced novice or mentee (Jonson, 2008).
Modem forms of mentoring emphasize building trust between the experienced teacher 
and their charge (Costa and Garmston, 1994; Cohen, 1995) and providing a companion that the 
new teacher can discuss problems and concerns with in safety (Joyce and Showers, 1983). 
Though the mentor is suppose to provide feedback to the mentee (Joyce and Showers, 1983) they 
do so in a nonjudgmental way (Joyce and Showers, 1983; Daloz, 1983; Daloz, 1999; Jonson, 
2008). Along with this the mentor provides encouragement for the mentee (Daloz, 1999) and 
helps them work through an array of solutions and strategies (Joyce and Showers, 1983; Jonson, 
2008). In accordance with the adult learning principle of creating a sense of equality between 
adult learner and the teacher (MacKeraracher, 1980) some researchers indicate that mentoring is 
a two-way relationship where mentor and mentee provide insights to each other as equals (Joyce
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and Showers, 1983). Others highlight a distinct hierarchy between mentor and mentee (Daloz, 
1983; Hannay, Wideman and Seller, 2006) in which the mentor at the end of the process of 
refining their charge can finally welcome them as an equal into the profession (Daloz, 1983).
Progressing into their new role of teacher with or without these supports, the new teacher 
is required to reflect on how she identifies herself and seek to create the new identity of ‘teacher’ 
(Cattani, 2006; Brock and Grady, 2007; Jonson, 2008). In asserting such, one suggests that 
identity itself is a fluid concept that refines itself based upon the demands of the environment, 
the interlocutors and the circumstances someone finds themselves surrounded in (Benwell and 
Stokoe, 2006) including the presence of the socially constructed ‘other.’ The socially constructed 
‘other’ is outside the self but may be considered similar and part of one’s social group or 
perceived as being very different and distinct from the self and their group in terms of gender, 
culture, language, religion or other factors (Hall, 2007).
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CHAPTER THREE: THEORETICAL FRAMEWORK AND METHODOLOGY
Identity, Discourse and Interpretation:
Identity that is influenced by how we view ourselves, and how we perceive others view 
us, draws continually from the discourses or scripts occurring around and within us. The 
meanings of events, objects, symbols and the self used for constructing one’s identity are all 
created through one’s internal and external discourses (Gee 1999,2001,2008; Hall, 2007; 
Benwell and Stokoe, 2006; Beijaard, Meijer and Verloop, 2004). The words we and others use, 
our thoughts, actions and interactions are all subjects of discourse and all used to create, 
categorize or interpret and convey who we and others are in a particular moment. (Gee, 1999). 
The discourses or, perceived meaning of the discourses of others, impact an individual’s 
conceptions of self and in response one may seek to retune him or herself to better ‘fit in’ with 
the reality they think the other is offering or requires them to ‘act out’(Gofftnan, 1959, Gee 1999, 
2001, 2008; Benwell and Stokoe, 2006). There can not be an T  unless I am able through 
discourse and interpretation to think about, speak about or convey the sense of what ‘I’ embodies 
in a certain moment (Hegel, 1807, Benwell and Stokoe, 2006). Even when comparing oneself to 
others or to define others and the self, discourse is utilized. Individual discourses and narratives 
on the self and ‘others’ do not exist in isolation. Instead they interact with overarching 
perceptions shared with the groups with which an individual associates (Hall, 2007; Gee, 2008). 
These perceptions and interpretations may differ slightly from individual to individual in the 
common group (Gee, 1999). It is this combination of social identity, interpretivism and discourse 
theories that will be used as a lens in this paper.
Discourse of Identity:
First used in the 1570s to describe stability of substance, the term identity in modem pop 
culture and the self-help movement is conceptualized as an innate sense of self that is based on 
emotions, perceptions and impulses that can be found or refined through numerous guides or 
prescribed exercises (Taylor, 1989) Originating from the Romantic Era, this definition of identity 
suggest that the ‘authentic’ self is waiting to be found buried somewhere inside each of us 
(Taylor, 1989). Yet, an array of studies indicate that one’s perspective and social projection of 
herself frequently changes due to identification and a feeling of belonging within certain groups 
(Brown, 2000; Hall, 2007; Tajfel and Turner 1986, Gee 1999, Gee 2008), roles one plays, one’s 
place in a hierarchy (Goffman, 1959; Schegloff, 1991) being in a certain location at a certain 
time (Gee 1999; Benwell and Stokoe, 2006; Beijaard, Meijer and Verloop, 2004) or the people 
one is with at any particular moment (Mead, 1934; Volkmann and Anderson, 1998; Gee, 1999, 
2001, 2008; Benwell and Stokoe, 2006).
As expressed by modem identity theories, identity is not a stable element in an individual, 
but changes based on an array of social (Tajfel, 1982; Coldron and Smith, 1999; Gergen, 2001), 
external (Tajfel and Turner 1986; Weber and Mitchell, 1995), internal (Howard, 2000) and 
perceived stimulus (Butler, 1997). Thus, identity is continually being constructed, refined and 
revised as individuals are left not asking who one is as a stable unchanging entity, but rather 
‘who am I at this moment (Beijaard, Meijer and Verloop, 2004, p 108)?’
For the purposes of this thesis, identity will be defined as one’s concept of self. This concept 
of the self involves what one see as her skills, attributes, motives, values, abilities, traits (Geertz, 
1975; Sampson, 1988,1989; Shweder & LeVine, 1984) and how she seeks to convey this sense
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of self to others through daily ‘performances’ (Goffman, 1959, p. 15). When one interacts with 
others she seeks to play a role that presents herself as the person she wants to be (Goffman,
1959). In doing so one uses her appearance and manner to convey the sense of self that she wants 
others to observe (Goffman, 1959). Facial expressions, setting of interactions, tone of voice, 
manner of speaking, age, sex, gestures as well as race and social position all become mediums of 
conveying identity (Goffman, 1959). Thus, social identifications such as gender, sexual 
orientation, language, race, citizenship and religion are also part of this thesis’ definition of 
identity (Hall, 2007). How one identifies themselves by these labels impacts not only her concept 
of herself and her perspectives on the others around her, but also how these surrounding ‘others’ 
in turn may view her (Gee, 1999; Hall, 2007). Yet one’s identification of being part of a social 
group such as ‘Italian Canadian’ may not always align with what society or that group believes 
to be an ‘authentic’ version of this social identity (Gee, 1999; Byrd Clark, 2009). Furthermore, 
one may see herself as not only being a woman, but also as middle class, Italian, Canadian, 
heterosexual, Spanish speaking and Protestant simultaneously or emphasize one of these social 
identities above the others at different periods of time (Hall, 2007; Byrd Clark, 2009). These 
social identifications also may impact one’s professional identity.
Indicated by research showing ‘Canadian’ employers favor the hiring of those bom in 
Canada over new immigrants, as they are concerned those claiming other national identities may 
not ‘fit in’ with Canadian employees (Pollock, Ryan and Antonelli, 2009), social identities can 
impact how one is viewed as a professional and thus one’s professional identity. In this example, 
the ‘Non -Canadian’ applicant is constructed as being less able to interact professionally with 
colleagues than the Canadian bom candidate could. Social identity influences the professional 
identity when an individual’s performance of her professional self is disrupted by an employer’s
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construction of the candidate as inferior based upon a negative view of her immigrant status. 
According to Goffman (1959), such a disruption of self performance leads one to be confused 
over the setting she finds herself and the proper course of action to take as a response. The 
performer is left embarrassed, flustered and feeling awkward as a loss of self and previously 
played roles occurs when their performance is discredited (Goffman, 1959). One’s social identity 
may further impact her professional identity when her way of expressing herself, speaking or use 
of language is not the same of the dominant group and is viewed as illegitimate. Different social 
classes, ethnic groups or regions in the same country all have ways of speaking, expressing 
oneself and vocabulary that is deemed as legitimate over others (Bourdieu, 1991). One identifies 
who she is to herself and others through the use of certain forms of language, be they gestures, 
words or ways of saying things (Bourdieu, 1991). This becomes vital to identity and professional 
identity when,
Speakers lacking the legitimate competence are de facto excluded from the social domains in 
which this competence is required, or are condemned to silence. What is rare is not the 
capacity to speak, which being part of our biological heritage , is universal and therefore 
essentially non distinctive, but rather the competence necessary in order to speak the 
legitimate language which depending upon social inheritance, re-translates social distinction 
into the specifically symbolic logic of differential deviations, or in short, distinction 
(Bourdieu, 1991, p. 55)
A person not using language in the way the dominant culture does is cast as not being worthy to 
be regarded or to speak. One who does not hold the legitimate language or method of expression 
is not a legitimate speaker and thus has no authority (Bourdieu, 1991). The way one is 
constructed by others as a professional with authority is dependent on her performance using 
manner and appearance (Goffman, 1959) which involves language and other factors that she has 
gained from experience and utilizes in conveying her social identities (Bourdieu, 1991). When 
one is unfamiliar with the dominant form of language or expressing themselves they are silenced,
‘speechless’ or as Bourdieu also phrases it, ‘tongue tied (1991, p 52).’Yet one may still use 
‘language in the way the dominant culture views as legitimate and still feel herself silenced 
(Bourdieu, 1991). One’s authority or legitimacy in a culture also involves the recognition of this 
authority or legitimacy by others of that culture (Bourdieu, 1991). When the individual feels as if 
she has been discredited, seen as illegitimate in her performance of professional identity, she in 
turn experiences confusion and questions her professional self (Goffman, 1959). This thesis then 
considers identity a fluid concept that involves how one perceives herself and feels other’s 
perceive her.
Though identity is simply a series of discourses or perceptions on the self (Gee, 1999), 
for the ease of the writer and the reader I have separated the areas of discourse and identity. So 
when the term identity is used, both reader and writer may understand that it is the discourse I 
hold of myself that is being discussed. Identity is nothing more than an exercise in the use of 
discourse, as an individual’s perception of any of the previously mentioned areas is influenced 
by her own discourse and the perceived discourses of others (Derrida, 1976). One’s identity may 
be made up of conflicting discourses which emerge in certain situations or settings (Benwell and 
Stokoe, 2006). Yet the individual is not an empty receptacle for discourse, as one must 
‘negotiate’ who she is with the surrounding discourses; challenging, conforming and 
contemplating their impact on the question of ‘who am I?’ (Heller and Martin-Jones, 2001), 
which sometimes is sadly answered by, “who am ‘I’ in relation to the ‘other?’”
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The Construction of the ‘Other’:
One can not know who they are without considering who is the generalized other (Nast,
1994; Roth, 2009). This generalized other is the background that one reflects on when they ask
who am I (Roth, 2009)? For ‘difference is an essential aspect of all social relations that requires
that we are always everywhere in -  between or negotiating the worlds of me and not-me (Nast,
1994, 57). The in-between nature of who we are and who the other is at any given moment is
based on various types of difference including gender, age, sexuality, ethnicity, race and class
(Nast, 1994). This sense of one as the self or ‘me’ but not as the ‘other,’ or the ‘not-me,’ stems
from our need to make meaning of our surrounding (Hall, 2007) and to have some sense of
belonging to a group; being accepted, deemed worthy, recognized and included (Byrd Clark,
2009). To find meaning we classify things by their differences and link things that seem similar
i SU
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(Hall, 2007). We fit ourselves into a group utilizing language and labels for the ‘other’ such as
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black, white, heterosexual, homosexual, man or woman (Nast, 2004; Hall, 2007). Those who do
1i
not fit into our group we rank as the ‘other (Hall, 2007).’ Yet those we deem as being part of the
u
‘other’ are not a homogenous group but may vary from each other in terms of socioeconomic
status, ethnicity, ideologies, gender or sexual orientation (Nash, 2004; Hall, 2007). This process
is further complicated when the meaning of the self and ‘other’ is made up of several discourses
that are at times opposed to each other (Hall, 2007). For as demonstrated by Byrd Clark’s (2008,
2009 ) works on individuals with multiple linguistic and social identities, an individual may
simultaneously reject and reinforce the concept of the ‘other’ by denying their connection to a
certain culture, while emphasizing their connection to this same culture in other interactions or
contexts. A balance for the new teacher is needed between classifying herself by the presence
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and perceived behaviors and attitudes of the ‘other,’ and realizing that individuals do not fit into 
separate, homogenous constructions or categories (Byrd Clark, 2009). Such a need for balance 
leads us to look at theories on discourse and the ‘third space’ for answers.
In order to foster understanding between what one labels the self and ‘other,’ Homi 
Bhabba calls for a ‘third space (1994, 36). This third space allows individuals to come together 
and create new meanings for symbols, signs, experiences and each other (Bhabba, 1994). The 
third space is not used to impose one groups’ perspective over another, but rather to open up new 
ways of understanding each other (Ghosh and Abdi, 2004). This fusion of cultures does not mean 
that cultural differences are ignored, but rather that those in the third space realize that people are 
different in a variety of ways which do not make them superior nor inferiorto others (Bhabba, 
1994; Ghosh and Abdi, 2004). This third space also incorporates the concepts of hybridity and 
syncretism. In hybridity the different ways of thinking and seeing the world are brought together 
to create something innovative or new. This process allows the individuals in the third space to 
bring conflicting discourses, identities and experiences together and create something new and 
reflective of them all (Moje, Ciechanowski, Kramer, Ellis, Carrillo and Collazo, 2004). 
Syncretism entails allowing opposite principles and practices to coexist simultaneously (Ghosh, 
and Abdi, 2004). Individuals within the third space respect these coexisting principles and 
practices and do not view them as in competition with each other or on a hierarchy of value or 
worth (Ghosh and Abdi, 2004). Given these the descriptions, one could easily assume that the 
third space is simply a discourse of mutual respect, understanding and collaboration. Though she 
does not use the term ‘third space,’ Mary Gomez (2010) asserts that new teachers need to have 
long term relationships with socially constructed ‘others’ that involve mutual respect, 
collaboration and understanding; in short, a friendship. Without these relationships new teachers
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may engage in a discourse of self verses ‘other’ (Gomez, 2010). Regardless of what we label it, 
the relations and discourses that occur between the self and the socially constructed ‘other’, need 
to emphasize understanding, collaboration and mutual respect. If these components are lacking 
hostility and the construction of the ‘other’ are the discourses that we will reap from the lack of 
effort that we have sown (Shields, 2002; Blackmore, 2010).
Discourse Theory:
This thesis will draw on James Paul Gee’s definition of ‘big D’ and Tittle d’ discourses 
and refer to both of them simultaneously as simply ‘discourse’ or ‘discourses’ (Gee, 1999, p. 7). 
According to Gee Tittle d’ discourse is the use of language to convey an identity or activity 
(1999). In discussing Tittle d’ discourse, Gee uses the example of a gangster knowing all the 
right things to say and how to say them, in order to fit in with his colleagues and the settings in 
which they perform their roles (1999). ‘Big D’ discourses involves conveying one’s identity 
through “the body, clothes, gestures, actions, interactions, ways with things, symbols, tools, 
technology (be they guns or graphs) and values, attitudes, beliefs, and emotions” (Gee, 1999, p. 
7). A gangster may say all the right things but if he does not dress according to his role, his Tittle 
d’ discourse is suggesting one thing while his ‘big D’ discourse suggests another (Gee, 1999). 
Both discourses may be unconsciously enacted as the individual may have internalized them 
(Gee, 1999; Winton, 2008). As Gee noted this is not the only definition of discourse, but is 
merely a framework in which I can identify and analyze my experiences (Gee, 1999).
With the above definition in mind, truly nothing is outside of discourse (Gee, 1999). We 
shape ourselves, others and our own experiences through language and other forms of discourse 
such as gestures and mannerisms (Gee, 1999). As soon as one attempts to explain or categorize
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anything internally or externally, discourse is evoked (Joshee, 2007). So when one performs 
certain behaviors to convey an image of their identity to others (Goffman, 1959), they are 
evoking certain discourses to portray the required actions and attitudes of the character they seek 
to depict (Gee, 1999). No discourse is without a bias, as it is human nature to place one’s own 
perceptions on the thing they are conveying to another or themselves (Joshee, 2007). Thus, 
discourse maybe used consciously to sway another’s opinion or unconsciously be slanted 
towards one’s own perceptions of the world (Winton, 2008). One frames the world around them 
using an array of aligned or conflicting discourses (Joshee, 2007). Even the words one chooses 
may indicate their biases or perspectives (Bourdieu, 1991; Joshee, 2007). As discussed by James 
Paul Gee,
When we read or write we take a particular perspective on what the world is like. This 
involves us taking a perspective on what is normal and what is not; what is acceptable and 
what is not; what is real and what is not; what is the way things are and not; what is the way 
things ought to be and not; what is possible and what is not; what ‘people like us, or people 
Tike them’ do and don’t do; (Gee, 1999, pg 2)’
As soon as we communicate with others, we use discourse to classify the world around us
according to our values or beliefs (Gee, 2008). The deciding of whether something is acceptable,
true or is ‘something people like us’ engage in, is an exercise not only in discourse but within
identity formation. Through thought, creating discourse and absorbing discourse we hold a
mirror up to ourselves in order to create and check our own reflections. It is here that identity,
interpretation and discourse intersect. For not only do we try to project or represent the
discourses we view as most appropriate for certain situations and audiences (Goffman, 1959;
Gee, 1999), we feel the impact of how we perceive others’ discourses on ourselves as pivotal to
defining what we are supposed to be in a certain moment (Benwell and Stokoe, 2006). We
interpret the meanings of the discourses around us and in response we form our identities
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(Benwell and Stokoe, 2006). One may see themselves in terms of a certain nationality, sexual 
orientation, a member of a certain ethnic group or groups or upholding certain perspectives of the 
world, but what is often more significant in identity construction is how an individual is seen or 
viewed by others (Byrd Clark, 2007). These interpretations are not immediately conformed to, 
but rather a person can “accept, contest and negotiate identities in terms of whether they will be 
seen primarily as a certain ‘kind of person” (Byrd Clark, 2007, p 96). An individual is able to 
maintain more than one identity based upon the discourse of their surroundings (Benwell and 
Stokoe, 2006). Though based upon the image they choose to convey to the world, they may in 
turn impact the discourse of others that surround them. Identity and discourse thus are areas that 
are interpreted and acted on continually not only by the individuals, but by those around them as 
well.
Interpretivism:
As it name suggests interpretivism focuses on individuals’ interpretations of language 
and behaviours occurring around them and giving them meaning from their own experiences, 
values and constructions of the world around them (Eisner, 1991; Ecos, 1992; Williams, 2000). 
Using a ‘subjective frame’ based on perceptions, values and past experiences (Williams, 2000), 
all individuals make interpretations of the symbolic meanings of others’ or their own behaviours 
(Geetz, 1979). Or they explain the reason why such behaviour is occurring, as Fisher does with 
her study of young video game players (1993). Interpretivism only provides a glimpse into 
“selected samples of human experience” (Denzin, 1983, p 133) as every individual draws from 
different life experiences, values, cultural contexts and perceptions and so may interpret what is
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occurring around them differently than others do (Giddens 1979 and 1987; Denzin, 1983; Ecos 
1992). Despite this shortcoming to understand and create meaning one must interpret what is 
occurring around them (Guba and Lincoln 1994, p 119). Discourse is used to make meaning of 
everything around us. We in turn interpret these discourses or narratives and make meaning for 
ourselves (Heracleous and Hendry 2000). Reality including identity is socially constructed using 
discourses and their various interpretations (Heracleous and Hendry 2000). The creator of 
discourse is interpreting his or her surroundings and interactions in the act of producing 
discourse (Heracleous and Hendry 2000). This narrative and its interpretation in turn influences 
the recipients and the original creator of the discourse as both are simultaneously interpreting the 
world around them (Heracleous and Hendry 2000). Identity is simultaneously shaped by the 
discourses surrounding us and our interpretations of those discourses (Gee, 2008). We use 
narrative and interpretation then not only to write the continually changing story of who we are
I
I
at a given moment, but are in turn written by what we perceive is occurring around us. It is to
I
I
gain an understanding into the writing of this story of self as a new teacher that requires the use
t





As this study deals solely with my subjective professional identity in a culturally 
unfamiliar environment, a qualitative methodology that centers on a participant’s understanding 
of their experiences and interactions with those around them will be utilized (Sherman and 
Webb, 1988; Merriam, 2001; Draper 2004). Similar to my research aims of investigating my
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identities through my experiences and how I find meaning in them, the qualitative approach is 
directly concerned with experience as it is ‘lived’ or ‘felt’ or ‘undergone (Sherman and Webb, 
1988, p 7).’ Rather than trying to prove a predetermined hypothesis or if something maintains 
reliability, as is the concern of positivism, qualitative research does not seek to predict patterns 
but only comprehend the meanings one creates for him or herself (Draper, 2004). Such an 
understanding often touches upon socio-cultural arrangements and how individuals interact and 
view these communities (Sherman & Webb, 1988). Furthermore, opposed to the positivist search 
for validity, reality and experiences maybe constructed by an individual and this method seeks to 
understand these constructions so others may see, feel and understand them (Sherman and Webb, 
1988; Merriam, 2001). Consequently this study is a case study, as it is more interested in the 
process and refinement of the researcher’s perspectives than proving a certain outcome 
(Merriam, 2001). My research focuses on analyzing my perceived experiences and self as well as 
professional identity formation in my first year teaching in a culturally different environment of 
an orthodox private faith based school. It is not intended to provide any broad statements about 
cultural relations, only to investigate and analyze my own experiences, thus already under a 
qualitative perspective it falls perfectly under the further framework of autoethnography.
Authoethnography:
To investigate and interpret the meaning of my identity or identities (Ellis and Bochner, 
2002), both as a new teacher and an outsider looking in, the proposed research will utilize the 
methodology of autoethnography. This methodology requires one to investigate their own 
experiences (Chang, 2008), emotions (Ellis and Bochner, 2002 ) and at times their own self 
identity (Coia and Taylor, 2006); reflecting upon and analyzing these for a better understanding
34
of oneself and their connection to the world around them (Duckart, 2005). The methods 
undertaken for this reflection process varies from study to study and draws from numerous 
methods including researchers journaling their experiences (Attard and Armour, 2005), 
documentation of experiences through poetry with explanatory narrations (Tillmann-Healy, 
1996), expressing one’s story in the guise of third person accounts (Wyatt, 2005) or using 
memories combined with interviewing respondents from certain groups (Sharif, 2006). Ellis and 
Bochner provide a list of over thirty-nine methods one may choose from when undertaking an 
autoethnography study. These vary from ‘emotional narratives of the self to ‘personal essays’ or 
even ‘poetry’ (Ellis and Bochner, 2002, p 4). Whereas ethnography focuses on understanding of 
nations or other people, autoethnography centers on our understanding of self in connection to 
events and those around us (Roth, 2009). The focus remains on an individual’s experiences, 
perceptions and attitudes and what these may reveal about how one can better understand others 
and themselves (Chang, 2006). Much debate surrounds the accuracy of a researcher’s 
investigation of their own experiences and attitudes, labeling this method of study as narcissistic 
(Salzman, 2002; Sparkes, 2002; Holt, 2003; Roth, 2009). However, autoethnography does 
serves numerous purposes including providing the framework for investigation of complex 
emotional issues, relationships and societal contexts such as the death of a parent (Wyatt,
2005), voicing the struggles of living with bulimia (Tillmann-Healy, 1996) or an individual 
trying to straddle two very separate cultures (Handi, 2003 ) from the point of view of individual 
experience (Chang, 2006; Foster, 2006). These reflections may connect to the experience of 
others leading to an increase in one’s own self awareness or a greater understanding of members 
of cultures differing significantly from their own (Chang, 2006). Demonstrated by Leigh 
Berger’s narrative reflecting on her Jewish identity while working with a Messianic congregation
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(2007) or Ajeenah Latifah Sharif s reflections on being an African American Muslim and her 
attempts to navigate the American and Muslim “communities” (2009), narratives grant insight 
into their worlds experienced by an individual insider or outsider of a culture (Chang, 2006; 
Foster, 2006). By understanding myself in relation to changes in my professional identity as I try 
to connect to a different culture than my own, I hope to provide a case study and not a larger 
archetype of relations between new teachers and adjusting to practicing in different 
environments. I remain an insider of the ‘dominant’ culture at play outside the walls of the 
school. My students interact with this dominant culture as well, but they are also members of the 
‘different’ dominant culture and religion practiced by the school. However, I have little 
experience with the culture and religious systems that are dominant within the walls of the 
school. As an inexperienced and recognized outsider, I do not always maintain a strong foothold 
in the community in which I teach daily. In short I ask how this influences my own teaching and 
self identity in order to perhaps provide insights into the experiences of others who may have 
similar feelings and be presented with parallel occurrences.
Method: Journal Entries
In order to properly document my changing perceptions of myself as a professional and a 
person while I taught in a culturally different school, this study drew from daily journals that I 
wrote about my impressions of my experiences (Attard and Armour, 2005). These excerpts were 
later analyzed and interpreted (Chang, 2006) through reflection on the discourses appearing in 
my narratives on my identity and perceptions of the ‘other’ (Wolcott, 1990). Attempting to 
understand my own perceptions and the connection they have to the discourses in the world
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around me (Luce-Kapler, 2004), I evoke journal writing so I may document the thoughts I have 
in one moment opposed to another and to see if a pattern emerges (Chang, 2006). Journal writing 
allows the researcher to understand their own role, in thinking and understanding their research 
(Janesick, 1999), while also making sense of the thinking the researcher uses to connect to the 
world around them (Attard and Amour, 2005). I represent a first year teacher attempting to teach 
and formulate my teaching identity within a culturally different environment. The process of 
writing demands that the writer slow down and analyze what actually happened and how they 
respond to it (Rebecca Luce-Kapler, 2004; Yallop, 2008); empowering the researcher to step 
back and look at their own opinions, identity and the connections to things around them (Chang, 
2006, Rebecca Luce-Kapler, 2004; Yallop, 2008). As this is a case study of my own experiences 
and my interpretations (Yallop, 2008), it is my hope that through evoking the method of 
journaling I will empower my reader to connect with my reflections and understand them 
(Chang, 2006). My research purpose is summed up by Wolcott’s 1990 assertion that researchers 
are merely storytellers, inviting readers to see through their eyes and listen to their interpretations 
of what they have experienced. A new teacher’s changing sense of self as he or she transitions to 
the front of the classroom for the first time in a culturally different environment, serves as a 
foundation for the study of a new teacher’s identity and how hers or his interactions through 
discourse shapes and moulds her or him. It is only through writing and self reflection that one 
can grasp the stories that a teacher internally writes regarding her own and others’ identities. The 
link between self and professional identity in teachers has been established. Discovering how the 
narratives of a culturally different school influences these pictures of self is another story, best 
researched and written from the inside out.
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Data Analysis: Reflection
In the following chapters, journals will be examined and reflected upon (Chang, 2006). 
Questions on how my perceptions of events were slanted by certain discourses (Gee, 1999) or 
ideas of how my experience should have been and how they actually were will be examined 
(Gee, 1999). Misunderstanding between my own identity and the culturally unfamiliar 
environment and the impact of these on my self perceptions and constructions of self and 
‘others’ will also be examined (Hall, 2007). Key themes and patterns will be explored as I 
deconstruct my perceptions, the language that I use and how I portray myself and others in text 
(Gee, 1999).
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CHAPTER FOUR: TAKING AN ‘I’ FOR AN ‘I.’ THE FINDINGS PART ONE
Introduction and Layout of the Chapter
New teachers have to formulate their teaching identities and often question their own 
professionalism when they start in the classroom for the first time (Brock and Grady, 2007). 
Along with this sense of having to forge a professional identity, many new teachers feel that they 
have to integrate into their school’s culture to become successful as professionals (Brock and 
Grady, 2007). This chapter will detail the changes in my perspectives as I worked in a culturally 
different school and interpreted the narratives around me as highlighting my lack of 
professionalism and my inability to conform to the school culture. The firstmonths of my 
employment at the school were congruent to the phases of ‘survival (Katz 1972, 2004; Moir, 
2009),’ ‘disillusionment’ (Moir, 2009) and ‘beginner stages’ (Huberman, 1993), previously 
outlined in this thesis’ literary review. My narratives in the first two months record sentiments of 
feeling overworked, incompetent and only being able to approach every problem with trial and 
error. As the days passed into months, my experience seemed to contrast the subsequent phases 
outlined in Huberman’s (1993), Katz’s (1972,2004) and Moir’s work (2009). Instead of 
becoming more confident in my practice, my interpretations of the discourses surrounding me 
left me feeling that the administration regarded me as unprofessional. Such a narrative led me not 
only to continue to feel incompetent, but also to fear the judgment of the administration itself. In 
response to the perceived discourses of being considered untrustworthy, I started to engage in 
creating my own negative narratives of the administration. These discourses focused on the 
administration, and the faith it ascribed to, as being ‘the other’ distinctly apart from myself and 
‘my’ culture. The narrative of the ‘other’ soon evolved further, as the ‘other’ distinct from
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myself also became untrustworthy and unprofessional. Thus, the discourse of self and ominous 
‘other’ emerged (Figure One). Demonstrated by the diagram below, the first stage of my 
experience corresponds with Katz’s (1972, 2004), Moir’s (2009) and Huberman’s (1993) early 
phases comprised of a new teacher’s feelings of incompetency and inability to adapt to the 
school culture. However, as further indicated in Figure One, when these sentiments are mixed 
with teaching in a culturally different environment, a lack of support and narratives on a new 
teacher’s self perceived unprofessionalism, a very different pattern emerges than that presented 
by the previously mentioned scholars. The discourses of ominous ‘other,’ self incompetence and 
a hostile administration intertwine throughout my journals. This intertwining suggests that when 
played out in a culturally different setting, the sentiments of unprofessionalism a new teacher 
feels can become the foundation for later dangerous narratives on the self and ‘other.’ It is this 
progression in my discourses that the following chapter will address. A word of warning must be 
offered here, as some stages occurred concurrently or repeated simultaneously with others at 
times blurring the order they occurred in. They are placed in fluid and approximate stages only 
so that the progression of a new teacher’s decent into the narratives of self and ‘other’ can 
better be discussed.
Figure One:
Stages of Formation of the Other:
Stage One: Sense of incompetence and inability to adapt to school culture
Stage Five: Sense of incompetence and being judged
Stage Two: Feelings of not being considered as a professional, 
or not being, equal to others of the school culture
Stage Four: Vilifying or discrediting the other
Stage Three: Blaming of 'other' for lack of conformity 
(Narrative of Self and Other)
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An ‘I’ for an ‘I,’ Stages One and Two: The discourses of cultural outsider and 
unprofessionalism.
An eye for and eye makes the whole World blind (Gandhi, 2006, p. x)
Dressing, speaking or behaving in certain ways can symbolize that one is ascribing to a 
certain school culture (Brock and Grandy, 2007). Teachers often view their dress and behaviour 
before the classroom as putting on a costume or playing a role that conforms to the expectations 
of the students, staff and administration around them (Cattani, 2002). What happens if a new 
teacher internalizes a discourse suggesting that, regardless of their efforts, they can not conform 
to the school culture in a culturally different setting? Furthermore, what if this narrative is 
accompanied by an administrative narrative that the new teacher perceives to be pointing out that 
he or she is unequal and unprofessional compared to others associated with the school culture? 
Though these two areas are indicated as separate stages or discourses in Figure One, they are 
examined together in this section as they often occur simultaneously or with little duration 
between the two phases. A dichotomy of self and ‘other’ occurs if a new teacher attempts to 
conform to a school culture distinct from their own and perceives his or her efforts as 
unsuccessful. This narrative of self and ‘other’ evolves to something more ominous by 
constructing this ‘other’ as devious and unprofessional when the new teacher submits to a 
discourse that the ‘other’ views him or her as unprofessional or unequal. Though we normally 
use the difference between ourselves and others to define our own narratives on self (Hall, 2007 
), it is concerning if this dichotomy of self and ‘other’ is present previously to the new teacher’s 
experience as it maybe augmented. As indicated by Figure One, the early discourses of not 
gaming professional respect from the administration focused on the new teacher’s continued 
inability to conform to the school culture and feelings of incompetence. The beginning of the
41
equation of seeking an ‘I’ for an ‘I’ or creating the discourse of self and ominous ‘other’ first 
involves the new teacher feeling as if  their professional ‘I’ has been taken in the first place.
Akin to the findings of Katz (2004) and others (Huberman, 1993; Moir, 2009) while 
adapting to the role of new teacher, I went through a series of stages that began with a sense of 
incompetence and inability to conform to the school culture. Yet, instead of moving onto a stage 
where I subsequently felt more confident, I interpreted the administrations’ verbal and physical 
narratives as constructing me as something not quite professional. In response, a discourse of self 
and other emerged. This pattern begins in the first month of teaching when the principal 
appeared in my room while my students were engaged in group work. Loudly expressing that 
real learning did not involve group work, but rather silent reading, the principal produced a very 
public discourse on how she expected the students’ learning to look. I, in turn, interpreted this 
moment as an appraisal on my performance and my lack of conformity to the school culture in 
the form of instructional style. Reflecting on this incident and realizing that my teaching style of 
using group work did not align with the school’s individual academic expectations, I wrote:
Real teachers make mistakes right? I mean we are not supposed to be perfect all the time are 
we? There are times throughout the day I think my experiences would stand as evidence to 
topple Carl Jung’s entire collective unconscious theory.
As indicated in the above passage, I maintained an internal narrative of being unprofessional
because my own teaching style did not line up with the school’s culture. Being reprimanded in
front of my students led me to interpret this action as a reflection on my own lack of professional
skill and knowledge by the administration which further suggested to me that they may deem me
as unequal to my colleagues in the area of professionalism. Stages one and two are intertwined as
one impacts the other simultaneously. In my discourses I believe I am viewed as unprofessional
by the administration due to my lack of conformity to the school culture, while the
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administration’s narrative of me as an unprofessional makes me feel unable to adapt to the 
culture of the institution. Additionally, the reference to Carl Jung’s concept of collective 
unconsciousness hints at this pattern between inability to conform to school culture and 
administration’s discourses on my professionalism. Jung’s theory of collective unconsciousness 
asserts that all humans share unconscious knowledge from our ancestors that we draw off of in 
order to continue our survival (Hall and Nordby, 1973). For example, our ancestors learned to 
fear snakes due to negative experiences with them (Hall and Nordby, 1973). These experiences 
with snakes are unconsciously engraved onto the brains of later generations who may not have 
any interactions with reptiles, but still fear contact with them (Hall and Nordby, 1973). Though 
some may not feel as uncomfortable around snakes as others, Jung insisted that these shared 
images, patterns and feelings exist in all human beings (Hall and Nordby, 1973). There is no self 
and other dichotomy established at this point, as I metaphorically suggest that it is with the 
global consciousness of all professional teachers and people that I can not connect with. My 
narrative suggests I am the outsider and an anomaly due to both the administration deeming me 
unprofessional and my inability to adapt to the culture of the school. The school’s culture is then 
connected to this global innate knowledge that I should have had as a professional. My inability 
to have held this knowledge of practice in the first place then casts me as unprofessional in the 
discourses I superimpose on the administration.
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Figure Two:
Stages of Formation of the Other:
Stage One: Sense of incompetence and inability to adapt to school culture
Stage Two: Feelings of not being considered as a 
professional, or not being equal to others of the school 
culture
As indicated by Figure Two, the narratives of stage one and two were intertwined and fed 
into each other. Feeling incompetent and unable to fit into the culture of the school I believed the 
discourses of the administration cast me as unprofessional. Believing the administration’s 
narratives portrayed me as unequal in knowledge to the other teachers in the school or anywhere 
else, led me to continue the discourses of incompetency and inability to fit into the school’s 
culture. Being told my teaching style was not professional equated me with being less than 
other teachers on staff and in turn made me feel unable to fit into the school culture which in turn 
made me feel unprofessional. This scenario is again repeated when the principal expressed anger 
at a project I had students do for a poetry unit. Students reading the lyrics of their favorite songs 
and comparing them to an assortment of poems seemed unethical to the principal and thus 
unprofessional. Unknown to me, the principal viewed any music and thus any lyrics sung or 
written as evil and created only for the purpose of taking one’s eye off God. In response my 
written narrative records,
Her prolonged gaze and angry words right in front of the kids let me know just how much I 
have failed to adapt to the expectations of the school. Both cut me like a razor. I know she 
thinks I am a poor teacher. Her gazes and frequent pointing out that I am not able to teach 
the kids as she expects them to be taught makes that clear. I am trying, I feel like a failure
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and a bad teacher. The kids seemed okay with the project and a lot of them were excited 
about it, I should have known better though.
Again my narrative suggests my inability to conform to the school’s culture, though in this 
passage I refer to it as the school’s expectations of not listening to music. My failure to conform 
then causes me to interpret the principal’s angry looks and verbal instructions as a discourse on 
my lack of competency or professionalism compared to the other teachers in the school. After 
entering into a narrative on failing to conform to the school culture I interpret the principal’s 
angry glances and words as her thinking ‘I am a poor teacher.’ In turn this perceived discourse 
of me as unprofessional resulted in me again highlighting that I did not fit into the school’s 
culture because I did not ‘know better’ than to not have the students look up song lyrics. Again 
the narratives of incompetence and inability to conform to the culture intertwine with the 
discourse of being considered unprofessional and unequal compared to other teachers in the 
school. These narratives repeat continually throughout my first months at the school and always 
appear concurrently. Out of the forty-six logs that recorded my first three and a half months at 
the school, forty three or ninety three percent make references to both these discourses and 
simultaneously connect them. Statements on being considered a poor teacher and not fitting in 
make up most of these references, though terms such as ‘siren’ and ‘imposter’ were also used. At 
this point in my narrative I blamed my problems adapting to the school culture completely on my 
lack of professional skill and abilities, as the discourse of self and ‘other’ had not yet surfaced in 
my written discourses. This soon would change though in the ensuing weeks as from the 
previously discussed narratives the discourse of self and ‘other’ emerged.
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Dealing Out The Depiction of the ‘Other,’ Stage Three: The emergence of the discourse of 
the self and ‘other.’
And the Dealer wants you thinking 
That it’s either black or white 
Thank God it’s not that simple 
In my secret life (Cohen, 2001)
The narratives of not feeling considered a professional or being able to fit into the school’s 
culture continued, but as they did a sense of struggling against the ‘other’ started to emerge. This 
discourse held that the ‘other’ was the reason why I, a new teacher, did not fit into the school’s 
culture and felt I was regarded as unprofessional. As previously discussed in the theoretical 
chapter, we often form our identities by considering how we are different from the ‘other’ (Roth, 
2009). We use the differences between ourselves and the ‘other’ to answer the question of “who 
am I?’ (Roth, 2009) We naturally create categories based on differences between ourselves and 
others in order to understand the world around us and to make generalizations (Hall, 2007). Yet 
as indicated by the progression of my narrative, the narrative of self and other can be fostered 
when a new teacher is placed in a culturally different environment and is continually subjected to 
the combined discourses of not being considered a professional and not being able to conform to 
the culture of the school. This new narrative appeared within a month and a half of my start at 
the school and occurs concurrently to the first two discourses presented in Figures One and Two. 
As previously stated the first reference that hints of the emergence of self and ‘other’ transpired 
within a month and a half of my start at the school when I wrote of the following frustration,
The students and the principal are more relaxed here; deadlines are not a big deal to them. I
feel like I am always glancing inside trying to understand and then I stick my foot into it. I
feel like a tourist and a bad teacher.
Here the narrative of not feeling part of the culture or considered a professional is still cast upon 
me and my lack of knowledge as a teacher. It is ‘I’ who is ‘putting my foot in it’ and who is the
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clueless tourist. Again not fitting into what I deem a more relaxed culture in terms of deadlines 
leads me to feel unprofessional and a ‘bad teacher.’ At the same time the reference of tourist 
indicates a new discourse of self and other forming. Tourist suggests that I am watching 
something foreign to myself and that I am trying to relate to it as an outsider, simply observing. 
Clearly the students and the principal are heaped into their own category and I into another.
There is no distinction or nuance between the principal’s or the individual students’ conception 
of the world around them. By weeks later this new sense of other and self changes, amplifies and 
creates a more negative narrative on the school. This is seen through my response to the principal 
who does not believe that a student of their faith would plagiarize when I caught them doing so. I 
assert,
Sometimes it feels like a struggle of wills, and I am afraid that their common culture will
overthrow my authority. I am clearly not a professional to them.
It is here that a discourse on a perceived cultural struggle starts to become apparent. This 
statement indicates a connection between my narrative of not being perceived as a professional 
by those in the school and my definition of the school culture as the ‘other.’ With the use of 
‘overthrow’ and ‘struggle’ the language suggests that a battle is occurring. This battle has been 
clearly set as not only between the students who have plagiarized and myself, but rather between 
myself and the ‘common culture’ of the school. There are no individuals in this passage, only a 
shared culture. In this portrayal, my authority has to stand against a struggle of wills in which I 
have placed the principal and the administration on the same side as the students. Here it is clear 
to see that stage three has begun (Figure Three).
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Figure Three:
Stages of Formation of the Other:
Stage One: Sense of incompetence and inability to adapt to school culture
Stage Two: Feelings of not being considered as a professional, 
or not being, equal to others of the school culture
/
Stage Three: Blaming of 'other' for lack of conformity 
(Narrative of Self and 'Other')
As seen in Figure Three the discourse of not being considered an equal has now been blamed not 
on my inability to be professional or conform to the culture of the school, but on the difference 
that I see as intrinsic in the ‘other.’ Indicated by the above passage, I do not see the principal and 
vice principal as sources of supports, but as aligned with the students because of their common 
culture. A similar narrative on the administration assuming teachers should have to publically 
justify themselves against all allegations from students of being unfair indicates an 
intensification of the self and ‘other’ construct,
They went to the vice principal because they were worried about their grades. Said I gave 
them no heads up on the ISP. The women are like snakes. The vice principal came to talk to 
me in front of the entire class, the tail wagging the dog culture.
By casting all women sharing the school culture as snakes, the narrative of self and ‘other’
adapts an ominous aspect; that of good and evil or civilized and uncivilized. For this direct
reference to reptiles draws off western literature symbolizing an untrustworthy figure or
deceiver, someone who speaks with a forked tongue (Chevalier and Gheerbrant, 1996). The
assumption is that the ‘other’ is made up completely of untrustworthy serpents. The above
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passage makes no distinction between individuals in the school, as it holds that all women 
associated with the school’s culture are ‘snakes.’ That this discourse emerged while discussing a 
moment where I perceived that I was cast as an unprofessional and quite unable to conform to 
the school’s culture, suggests a link between feeling disregarded as a professional and how I in 
turn created the narrative of ‘the other.’ A part of professionalism is being recognized as an 
expert in your area (Johnson, 1984; Freidson, 2001) and trusted by those who have hired you to 
make sound judgments (Rueschemeyer, 1983). Though the passages hints at a problem regarding 
trust between the administration and the teachers, I attribute my inability to be viewed as a 
professional by the administration on the culture of the school. This also suggests that a school 
culture where students remained equal in authority to teachers looked backwards to me and, 
without the proper support to integrate, fed into my narrative of self and ‘other.’ Prior to 
connecting to a colleague from the culture of the school itself, this narrative intensified. Feeling 
my own professionalism being minimized by the administration and the inability to connect to 
the school as a respected professional I centered my discourses on the unprofessional behavior of 
the administration and then demonized the culture of the faith that the school practiced. This 
transition in narrative began stage four of the stages outlined in Figure One. Later as indicated 
by the progression of my discourses after significant attempts to become professional and adhere 
to school culture were made, these narratives shifted to vilify the perceived ‘other’ as the reason 
for my failed smooth transition into a position of respect in the school’s culture. In short, when 
one can not join them, blame them.
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In Search of the Speck in My Brother’s Eye, Stage Four: The Discourses of Amorality and 
Hypocrisy of the ‘Other.’
W hy do you look at the speck in your brother’s eye but do not notice the log in your own eye?
(Mathew 7:3, The New International Version)
Observing that the administration did not seem to consider me as a competent 
professional, my narrative on the ‘other’ soon sought to shame the school’s overall faith and 
culture. In short, to make the construction of me as an unprofessional illegitimate, I sought to 
discredit the ‘other’ that I felt had identified me as such. Paired with incidents that made me feel 
‘unprofessional, ‘second rate’ or ‘unqualified’ were assertions of the school being part o f ‘a 
culture that takes small steps towards taking advantage of you,’ ‘a culture that seeks to always 
save face at the cost of its teachers,’ and ‘a culture that cares not for anyone but itself.’ 
Sentiments of my own professionalism being marginalized are tied to frequent references to the 
common faith and culture of the school as dishonorable. Feeling the outsider and considered 
unprofessional led me to validate myself by undermining the authority of the ‘other’ by targeting 
their most easily identifiable difference from me (Hall, 2007); in this case their faith. Each of the 
above segments refers to instances where I felt my professional opinion undervalued, such as 
teaching two very different subjects at once regardless of my insistence that this would impact 
the learning of the students, having my students’ grades changed because the administration did 
not deem them capable of earning such marks and being told that certain Ministry expectations 
were not appropriate for the school. Unconsciously feeling marginalized, I attempted to 
marginalize the ‘other’ I had created.
Once the narrative of ominous ‘other’ was established in my conceptions of the school 
culture, it continued to be fed by the discourses of me being unable to conform to the school’s
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culture and failing to be acknowledged as a knowledgeable professional who was able to guide 
students to the proper life choices that faced them regarding their everyday behavior.
An important part of professionalism is that the society considers the professional to be a 
moral leader and trustworthy (Arthur, Davison and Lewis, 2005). When I frequently heard the 
administration conveying to students that they should not speak to me regarding relationships or 
morality as I was not an adherent to their faith, I found my narratives on self and ominous ‘other’ 
further fortified. Perceiving my professionalism not being accounted for in the area of morality, 
my written discourses centered themselves on the ‘hypocrisy’ of those at the school whom I 
equated with being representative of the school’s faith and culture. Interpreting the narratives 
around me as suggesting I was being portrayed as unprofessional and amoral by the 
administration, I sought to paint the administration of the school with the same brush. This 
pattern is similar to the one proposed by Huberman (1993) where the administration’s mistrust 
for a teacher in turn creates mistrust in that teacher for the same administration. This pattern in 
my discourse is indicated by a reflection written after the vice principal advised a parent, in my 
presence, that as a non adherent to their faith I was not a source of information regarding proper 
behaviors between students.
It is here that men’s and women’s flesh must never touch 
In everything from high fives to the simple shared gaze of eyes
It is all taboo, banned and worse it is (wordfor being culturally unacceptable for the faith 
group)
Whilst the principal’s husband puts out his cigar 
And drains his flask of whiskey 
His other half ensures pious observance 
Of those she holds in pedagogical folds
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Unintentionally done, the first part of this passage lists things that are forbidden to be done in 
the school that are a part of my and my culture’s normal everyday interactions outside of the 
school. Physical touch between friends for me is not necessarily a sign of sexual intentions but 
an indication of understanding. Providing a wide distance between males and females to the 
point that these two genders were not even permitted to sit in the same side of the room during 
lunch and classes, let alone at the same table, seemed to stand against the very notion of equality 
between the sexes to me. In my cultural frame of reference, not making eye contact with 
someone when they are speaking can be construed as rude, regardless of their sex. These first 
few lines emphasize the daily activities that I perform outside the school being heralded as 
amoral by the administration of the school. It is here that I start to grapple with my own 
professional moral role after being publically designated amoral by the vice principal. For my 
own cultural views and daily behaviors do not fit the definition of professionalism purported by 
the administration. I had not minded these practices being purported as being improper to the 
students prior to being categorized as an insufficient role model. In the first week of teaching and 
prior to feeling considered unprofessional by the administration, I remark that I ‘felt a bit odd’ 
and ‘wanted to learn more about their culture as I did not know anything’ prior to this 
experience. Yet it is here in my journals where I first mention these mandates in a disapproving 
tone. The final lines highlights how even though the principal and culture uphold the values in 
the first lines that are counter to my own, they do not even fulfill their own beliefs by refraining 
from drinking and smoking. The ‘other’ has begun to be painted as being amoral and 
unprofessional as well.
The final lines of the above passage centre themselves on searching for the hypocrisy of 
the ‘other’ in the school. Consequently this narrative suggests that all of the behaviors in the first
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few lines are simply ‘pious observance’ and do not truly mean anything to the principal as she 
allows her husband to falter in other areas. In effect this small piece of prose points out, just as I 
am not a moral individual in accordance with their culture, they are not either. In a way I seek to 
justify my perceived immorality by pointing out the transgressions of the administration. 
Furthermore, though the incident occurred with the vice principal, it is the principal that I direct 
my discourse on hypocrisy around. This in itself serves to indicate that in my mind those 
ascribing to the faith of the school are interchangeable and represent the morality of each other. 
As a narrative on my lack of proper principles continued, my daily journals started to fixate on 
examples of moral hypocrisy in the staff and students who shared a strong sense of the guidelines 
of the school culture. This soon evolved into a discourse that generalized the label of hypocrisy 
to anyone directly connected to the school culture. Demonstrated in Figure Four, an attempt to 
vilifying the ‘other’ becomes clear in my writing, and thus stage four had begun.
Figure Four:
Stages of Formation of the 'Other':
Stage One: Sense of incompetence and inability to adapt to school culture
Stage Two: Feelings of not being considered as a professional, 
or not being, equal to others of the school culture
Stage Four: Vilifying or discrediting the 'other'
Stage Three: Blaming of 'other' for lack of conformity 
(Narrative of Self and 'Other')
Indicated in Figure Four, after I perceived that the administration maintained a prolonged 
narrative of my not being a respected professional, I began engaging in discourse of self and 
‘other.’ After the narrative of still being unprofessional in the eyes of the administration
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continued, the discourse of self and ‘other’ became even more ominous as it sought to vilify all 
those identified as part of the school’s culture and faith. The fixation on the morality of those I 
deemed the ‘other’ is clear in my narrative, as is my generalization of negative characteristics 
upon the entire membership of the school’s religious affiliation. Interestingly, these discourses 
occur only after my own professional morality has been challenged by the administration or the 
practices of the school. When reflecting on being told that female students should not laugh or 
speak loudly I noted,
When I mentioned that I did those exact things all the time, my vice principal back peddled
and told me I was different, this is a cover your ass culture.
Thus the narrative stages are all interrelated with a failure to fit into school culture further 
augmenting the sense of unprofessionalism and vilified ‘other.’ Not fitting into the cultural 
expectations, I set up the discourse of self and ‘other.’ Yet instead of saying the vice principal is 
trying to cover her own mistakes, I generalize this attribute to everyone of her culture. 
Furthermore, rather than acknowledging that everyone at times says things without thinking and 
then has to compensate, as the vice principal did, I turn this into an exhibit in my unconscious 
case of proving the other’s hypocrisy. That this occurred after being told that I was different 
from the others that surrounded me also indicates that such behavior sought to compensate for 
my own feelings of exclusion. This is putting the ‘other’ below me in order to feel as if their 
conceptions of me as an unprofessional regarding morality did not matter.
By defaming the culture of the school, I am taking away the ability of anyone who is part 
of the school to cast me as amoral. In the jargon of the faith I was raised, I charge them to take 
the plank out of their eye before they mark the speck in mine, but in order to do so I must first 
point out their board. Judging the ‘other’ in such a manner emphasized my own inability to
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conform to the cultural practices that they deemed professional, a factor that led to a continued 
narrative of incompetence and a fear of judgment by the ‘other’ I had created. With this 
discourse of self and ominous ‘other,’ comes a narrative of being incompetent along with a fear 
of being monitored and judged. These discourses then started to operate in a cycle that sustained 
and perpetuated each other, marking the beginning of stage five of Figure One. When you judge 
someone for the speck in their eye, you can not help but notice a plank, real or imagined, that is 
obscuring your own line of vision.
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All the World’s a Stage, Stage Five: The script of ‘unprofessionalism and the casting of the 
self.
All the World’s a stage,
And all the men and women merely players:
They have their exits and their entrances;
And one man in his time plays many parts,
(Shakespeare, 1997)
New teachers can take up to two years to form their professional identities (Katz, 2004; 
Brock and Grady, 2007), a process that in itself can be stressful and confusing regardless of the 
cultural background in which it occurs (Brock and Grady, 2007). New teachers often are able to 
ease feelings of ‘being out of place,’ by conforming to the school culture around them (Brock 
and Grady, 2007). Despite my best efforts to conform to the school’s image of professionalism 
by submitting to the principal’s preferences regarding lessons, attire and interactions with 
students, I remained a doubted outsider. The discourse of self and ominous ‘other’ then soon 
emerged. Despite having a scapegoat to blame for my inability to conform to the school’s culture 
or not being constructed as a professional in the administration’s narratives, the discourse of my 
own incompetence continued on in my narratives. According to Moir’s (2009) stages, this sense 
of incompetence and inability to conform should have passed after the Christmas break. Yet, this 
narrative continued two months or more after this scheduled expiry date. The reason for this 
might be found both in Huberman’s work and in the New Testament itself. Huberman (1993) 
notes that if mistrust is fostered between an administration and a teacher it leads not only to 
further mistrust between these two, but also to the teacher fearing that they are being judged as 
unfit by the administration. The teacher judges the administration as untrustworthy and in turn 
fears that they too will be judged by the administration (Huberman, 1993). In the words of an old 
Bible adage, one should not judge or they too will be judged with the same measure that they use 
on others (Matthew 7:1, New International Version). The judgments that my discourses cast
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upon the ‘other’ continued to make me aware of how the ‘other’ may see me as untrustworthy or 
unworthy. Stage five of Figure One began when I, the new teacher, established the discourse of 
self and ominous ‘other,’ and as a result engaged in the narratives of incompetence, fear of 
judgment and indecision on making professional decisions. My judgments on the ‘other’ left me 
even more sensitive to their discourses that I perceived painted me as unequal and 
unprofessional. Questioning my own role of teacher often left me wondering what to do, when 
concurrently I was aware how I would handle the same situation at ‘a normal school.’ 
Surrounded by the narrative that I was not a professional led me to question my own role as a 
teacher and thus the action that I would normally take. These discourses prevented a trusting 
relationship to develop between myself and the administration. Instead they fostered a continued 
sense of mistrust and fear of the ‘other.’ Rather than consider the administration a trusted ally, I 
viewed them as a hostile and disproving force that waited to pounce on any mistake I might 
make. A narrative summed up in my fear of the ever watching eyes of the ‘other’ and my own 
inability to be ‘a real teacher.’
Having constructed the ‘other’ as ominous, a part of me still felt incompetent for not 
being able to conform to the school culture. By judging the school’s culture as hypocritical I 
continued to be concerned with how the administration may see me as incompetent. Judging 
them made me sure they were judging me. This narrative of ominous ‘other’ in turn prolonged 
the discourses of incompetence, not being considered a professional and an inability to conform 
to the school culture. Thus from the unsuccessful attempts to demonstrate my professionalism 
and have it recognized by the administration, conflicting narratives emerge. The first previously 
expanded on and positions the ‘other’ as ominous and somewhat inferior. The second centers on
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my own insecurities and feelings of not being a real teacher.’ As indicated in the following 
excerpt, these opposing storylines often appear in the same passage of narrative.
I am teaching straight through the day and have lunch duty. I have told the vice principal that I 
cannot teach two completely different subjects in the same period and at the same time. She 
simply told me to do it, not even acknowledging my opinion. Is it because I am not a
advantage of you.
By observing that the school’s culture group is intentionally trying to exploit me, the discourse of 
the ominous ‘other’ is present. Yet, simultaneously in twenty-seven of my thirty -  three entries 
after the Christmas break that responded to events where I felt treated or regarded as a being 
unprofessional by the ‘other,’ a narrative questioning my own competence as a teacher remains. 
Despite trying to discredit the school’s culture in the above passage, I still question my own 
teaching abilities. Demonstrated by Figure Five, the sense of being viewed incompetent fed into 
the narrative of self and ominous ‘other’ which in turn highlighted my inability to conform to the 
school’s culture resulting again in the emergence of feelings of incompetence as this cycle 
continued to repeat itself.
Figure Five:
Stages of Formation of the 'Other':
professional? Am I that bad of a teacher? It is a culture that takes small step towards taking
Stage One: Sense of incompetence and inability to adapt to school culture
Stage Five: Sense of incompetence and being judged
Stage Four: Vilifying or di:
Stage Two: Feelings of not being considered as a professional, 
or not being, equal to others of the school culture
Stage Three: Blaming of 'other' for lack of conformity 
(Narrative of Self and 'Other')
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Suggested by Figure Five the sense of the ominous ‘other’ maintained the discourse of 
incompetency and concern over being judged, which in turn fed into the narrative of ominous 
‘other’ who I worried was in turn judging me. Believing that I was not considered a professional 
by the school administration, due to their discourses, a part of me questioned whether I was truly 
worthy to be a teacher. My reflections are filled with laments of ‘feeling like a bad teacher,’ 
feeling as ‘an imposter,’ feeling ‘lost,’ ‘worried that it is not the administration being 
unprofessional but me,’ ‘easily replaceable’ and wondering ‘what is a real teacher like and if I 
am even close to this?’ Perceiving the administration viewed me as an illegitimate authority, I 
assumed I was unprofessional which resulted in me constantly voicing sentiments of being a bad 
teacher and considering anything that did not go as according to plan a mistake on my part.
Questioning my own professionalism, viewing the school’s culture as the ‘other’ and 
feeling unsupported by the school left me embracing a narrative that I must fear the judgment of 
the administration and should not make any mistakes. The administration was the ‘other’ and 
they did not view me as a professional. I equated the following narratives as equating me with 
being easily replaceable and thus needing to do everything perfectly. Teaching requires 
flexibility and problem solving skills as the daily lessons do not always go as planned and 
situations may arise that a teacher does not always expect (Jonson, 2008). Exhibited by the 
following passage, my sense of being an ‘imposter’ left me panicked when things did not go as 
intended even when I was not to blame. For as an imposter I was continually trying to avoid 
being caught as being not the real thing.
They were half way through their midterm when the principal demanded that they all go down 
to assembly. She was angry that the students had boycotted buying lunch because she lied to 
them about having a day off Friday.... I tried to tell her that it was a mid term and important, 
and she told me ‘they are of the faith, they will not cheat’. ... I quickly collected the tests that
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were on the desks and started to create a take home assignment to replace the missed half of 
the test... The kids were mad, they wanted to finish the test... .1 feel like a counter fit and I’m 
worried I did the wrong thing. I feel like if I was a real teacher I would know how to deal with 
this.
Despite doing what I could to solve the unexpected problem by discussing it with the principal 
and then creating an assignment to make up for whatever the students did not finish on the test, I 
viewed the interruption to the test, as well as the students’ anger, as a sign of my 
unprofessionalism and unworthiness as a teacher. Instead of seeing my successful efforts at 
preventing the students from cheating on their tests, or realizing that I had no way of knowing 
that the principal intended to call a spontaneous assembly, I centered my discourse on my own 
self doubts and incompetence. The obligation to make sure everything proceeded as planned 
continued and is seen again when I found out art supplies the vice principal had ensured me had 
arrived the week before had not really arrived at all
The kids are restless and it is my fault. I told them the supplies were here and they were 
excited about using them. I should have known this would happen and kept quiet about the 
supplies, I should know how to handle this better. I feel like a fake, a real teacher would 
figure out how to make an art class work with no supplies.... I was lucky that I bought my 
own couple sets of pastels and water colours as a backup. We broke up into stations, really 
elementary school, lower than this level needs. It means half the class is working on one 
thing and the other half another.
Though later in this passage I commented on the administration’s role in this, my first reaction 
centers on my own shortcomings of not anticipating this scenario. Rather than seeing that I had 
somewhat prepared for this situation by purchasing my own extra class supplies, my narrative 
ascribes my preparation to mere ‘luck’ and not an intentional action on my own part. My quick 
thinking of breaking the students into art centers where they portrayed a subject numerous times 
and using various mediums, I herald as insufficient and below their level instead of realizing that 
I did manage to fulfill curriculum expectations with limited resources. My discourse is oblivious
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to the fact that everything did not go according to the lesson plan, yet the curriculum 
expectations were still fulfilled. The continued narrative of incompetence centered on a fear of 
being judged by the ‘other’ for my mistakes in the same way that I had condemned them for their 
ethical infractions. Afraid to make mistakes, feeling judged, considering the administration as the 
ominous ‘other’ and cast as an unprofessional or an illegitimate authority by the administration 
ultimately influenced my performance at the school. Consumed by the discourses of being seen 
as an imposter and not able to make mistakes, a fear of being constantly monitored and the 
behaviors that corresponded to such concerns ensued.
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All (Wo)men Must Play their Part, Stage Five Continued: The script of 
‘unprofessionalism’s impact on a new teacher’s closed door ‘performance’
I hold the world but the world Gratiano, A  stage where every man must play a part. (Shakespeare, 1992, p 13)
The narratives of judging the ominous ‘other’ and being considered an unprofessional by the 
administration resulted in sentiments of always having to be seen as exemplary, perfect or fitting 
into the culture because I was being judged by those I judged. In response a discourse of 
constantly feeling monitored or judged by the ‘other’ materialized. Within my narratives 
references to ‘always feeling watched in case I make a mistake,’ ‘feeling as if they are waiting 
for me to do or say something wrong’ and being ‘afraid that someone is always watching me on 
the cameras,’ fill my narratives. These discourses correspond to my narratives on perceived 
professional mistakes including not knowing that the principal would interrupt a mid term exam, 
having to change lessons because promised supplies were not available, having to pick up others’ 
courses when they did not leave a lesson plan or resources and teaching subjects I had no 
previous experience or training for. Responding to the narrative of feeling constant scrutiny and 
monitoring by the other, I note
I do not have my windows or door open. That is how the principal listens into classes. I feel 
watched and not (name o f  unidentified faith  group).
Pointed out by the above passage, in order to guard myself somewhat against the ominous
presence of the ever watching ‘other,’ I taught with my door closed. This suggests that instead of
leaning on the administration for a sense of support, I perceived them as a threat for which my
classroom door and window could act as a barricade. Such a narrative was expanded on later
after I was told by the vice principal that the principal frequently stood outside my door, watched
my classes and at times loudly interrupted them because I ‘was a Westerner and she wants to
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make sure the kids are interacting properly.’ In my moments later thinking o f this conversation I 
reflect,
Her eyes looked sternly into my classroom from behind the door’s pane o f protective glass.
This glance eagerly sought any signs o f impropriety or unprofessionalism on my or the
children’s part.
The closed door that prevents the principal’s hearing my lesson is deemed as protecting me 
from her. This discourse indicates that the principal is not a source o f support for me, but only of 
condemnation. Closing the door while I teach is constructed as an attempt to protect m yself by 
cutting off the administration’s access to me. Reading this passage it is doubtful that one would 
think I could ever go to the administration for support as the narrative o f ‘other’ and feeling 
watched cycle continually in this passage. The principal is portrayed as just waiting to catch me 
messing up and I am cast as being on or below the students’ level of authority. The discourse of 
being an imposter is fortified by the vice principal’s assurances that I am not considered a 
professional by the principal, but only ‘a Westerner,’ which subsequently reinforces the narrative 
of being watched. In turn I seek to cut m yself cut off from the administration by keeping my 
doors and windows closed while I teach. Literature on leadership point out the importance of 
new teachers trusting their administrators and being able to bring problems they are experiencing 
to them (Jonson, 2008). Indicated by my closed door classroom performances, the discourses o f
unprofessionalism and monitoring can undermine the potential for forming trust and literal
"  i
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openness between the new teacher and the administrator. Mistrust between the administration 
and a new teacher influences not only the new teacher’s perceptions o f herself and himself, but 
receptiveness to the administration as a whole (Huberman, 1993). Fear o f the judgment o f the 
‘other’ continued to fortify my narrative o f an ominous ‘other’ which in turn augmented my 
sense o f being held incompetent and judged by the other (Figure Five). These discourses proved
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Am I Seeing this Correctly?: The combined impact of the discourses of the ominous 
‘other,’ judgments and incompetence.
Don't check
Just balance on the fence
Don't answer
Don't ask
Don't try  and m ake sense (Adams, 1993) -
Due to the discourses o f judging the ominous ‘other’ and fearing the ominous ‘others’ 
judgment o f myself, the narrative o f poor teacher that Moir (2009) and other’s point out 
(Huberman, 1993; Katz, 2004) in their works lasted past the Christmas break. It is after the new 
teacher’s first Christmas break where Moir (2009) asserts that a new sense of self confidence and 
control should be present in a new teacher. According to Moir (2009) the new teacher, given 
time to reflect on their practice, returns refreshed and with a sense of being able to meet the 
challenges ahead o f them. Yet it is at this period o f time I reflected that I was^an outsider,’ 
‘siren,’ ‘poor role model,’ ‘dirty,’ ‘ignorant,’ ‘disconnected from the kids,’ ‘never fully able to 
connect with the kids,’ and ‘a poor example for the kids.’ Nightmares after and over the 
Christmas break featured me not knowing what to do in the classroom, being revealed as an 
imposter by the administration and having my teaching license revoked by the principal o f the 
school. Little sense o f self confidence is apparent in my discourses. Rather, the narrative of self 
and ‘other’ only augmented the discourse o f incompetency as I felt I was being judged by the 
‘other’ my narratives had established.
Casting m yself this way within my own internal dialogue influenced my ability to take actions 
required by the policies o f the Ontario College o f Teachers or the Ministry o f Education that I 
agreed with. In short, the fear o f judgment and my own narrative on my incompetence led me to 
not trust my own professional opinions. A moment must be taken to indicate that not all policies 
made by Ministries o f Educations are infallible. Policy often must be refined and reinterpreted to
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best suit the needs o f those to whom it applies (Delany, 2002). Policy works best when it allows 
flexibility so it is appropriate for the community context it addresses (Delany, 2002). A policy 
that works for one school or group may not be o f benefit for another. Despite this consideration, 
when policies which I believed were vital were challenged by the administration, the discourse 
o f incompetence and judgment stopped me from seeking to implement or discuss the importance 
o f the policy with the administration.
The fear o f being incompetent and judged led me to become confused when my professional 
opinion on policy conflicted with what the administration deemed as the normal running of the 
school. This is indicated when the administration informed me that the sexual education unit 
should not be included in my female physical education class,
They never covered this in teacher’s college. What do you do when your school wants you to 
cut things out o f the curriculum? The girls need to learn this, but I am afraid to teach it as the 
vice principal has told me they are not supposed to leam it and must be kept pure. If I was at a 
normal school I would fight harder with the vice principal because they would know better. 
Here I feel like a double agent. This is part o f their culture, I do not want to enforce mine over 
theirs.... But don’t the girls have a right to know the symptoms of a yeast infection, 
pregnancy or an STD?
The Ontario Ministry o f Education includes clear expectations of students learning 
‘responsible sexuality (The Ontario Curriculum, Grades 9 and 10: Health and Physical 
Education, 1999,15)’ in its curriculum for health and physical education. Faced with my Vice 
principal’s charge to not teach this subject matter I engage in a narrative o f incompetence and 
ignorance that states teachers’ college did not cover this scenario, though I later point out that 
in a ‘normal’ school I would know how to handle this situation. By playing up my own 
ignorance in such a manner, the discourse o f bad teacher comes into play as I do not trust my 
own professional or moral instincts with this situation and must seek a greater sense of
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authority such as the teachers’ college for enlightenment. My narrative indicated that I know I 
should debate more with the vice principal regarding this issue, but feeling that I do not fit 
into the culture and being a double agent leaves me floundering and once again investing in 
the narrative of self and other in the guise o f concerns over cultural sensitivity. My agreement 
with the Ontario Ministry o f Education’s policy is apparent as I ask the rhetorical question of 
whether the girls should be able to identify what may be occurring in their bodies. Yet the 
discourse of not fitting in culturally or being culturally insensitive joins with the concern of 
being deemed incompetent and results in a fear to make a professional decision due to the 
judgment of th e ‘other.’
In the above passage the narrative o f the inability to conform to the sghool culture 
reveals itself in the disguise o f concern for cultural insensitivity. I recognize I am not part o f the 
culture and do not want to impose my beliefs upon the ‘other.’ With this discourse fulfilling 
Figure One’s stage one, the other stages soon become apparent as the self and other are 
recognized as having different opinions on the issue o f sexual education. The ‘other’ is not 
reflective o f a ‘normal school’ and a sense of incompetence and fear o f judgment prevents me 
from making a professional decision. This narrative cycle influenced my consideration o f other 
curriculum expectations including using ‘an array o f media texts..such as films, songs., television 
shows (The Ontario Curriculum, Grades 9 and 10: English, 2007,18)’ while teaching English as 
the students were not allowed to listen to music or consume any form of popular culture. After a 
student who was half way through her first year university Media degree came into complain to 
the former English teacher that his omission o f certain topics and mediums due to concerns for 
the school’s faith left her behind her university colleagues, my confusion still continued. I 
questioned whether or not to include pop culture elements into my lessons for the students
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interested in careers in the arts. This left me feeling ‘lost between two cultures, without 
resources to teach.’ Such a discourse appears again in teaching art as students were not allowed 
to draw or look at pictures of living objects, making the expectation of studying various ways in 
which artists have presented the human figure (Ontario Curriculum, Grades 9 and 10: The Arts, 
1999) very difficult and led me to feeling Tike a traitor one day to the Ministry as well as my 
own teaching ideals and the next day to the school.’ By calling myself a traitor to the Ministry o f 
Education and my ideals, my narrative recognizes that I feel trapped between two cultures. I 
admit I know what my role should be regarding certain curriculum expectations. Going against
the wishes o f the school is cast as going against the wishes of the entire culture the school is part
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of, rather than just the wishes of the administration. The wishes of the administration became 
interchangeable with the practicing o f their faith and culture in my mind, making any challenges 
to their demands a form of cultural insensitivity. The discourse of the ominous other led me to 
fear the judgment of that other’s administration, which in turn led me to become confused over 
how to respond when my professional opinion was challenged. Researchers have indicated that 
factors such as confidence in the administration, trust between teacher and principal and feelings 
of being supported not only impact the teacher’s relationships with (Brock and Grady, 2007) and 
perceptions o f the administration (Huberman, 1993), but influence the teacher’s confidence in 
the classroom (Jonson, 2008) and dedication to fulfilling the mandates and policies o f the school 
(Brock and Grady, 2007). With this in mind, the significance o f my perceptual change when I 
gained access to individuals from the culture who proved to be friendly and trustworthy sources 
of information and affirmation becomes pivotal. For by having an ally from the ominous group 
making up the ‘other,’ the generalizations fade and individuals o f the group ‘other’ gain back the 
very voices o f separate values, opinions and behaviors that I stole from them.
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CHAPTER FIVE: HOW CAN YOU STAND NEXT TO THE TRUTH AND NOT SEE 
IT?: THE IMPORTANCE OF CONNECTING WITH CULTURAL INSIDERS, 
FINDINGS PART TWO
She's a rainbow and she loves the peaceful life • • ]
Knows I'll go crazy if I don't go crazy tonight 
There's a part of me in the chaos that's quiet 
And there's a part of you that wants me to riot
How can you stand next to the truth and not see it?
A change of heart comes slow
It's not a hill, it's a mountain
As you start out the climb
Do you believe me, or are you doubting
Together we're gonna make it all the way to the light
But I know I'll go crazy if I don't go crazy tonight
. (Bono, 2009)
Introduction and Layout of the Chapter:
The importance o f new teachers having the presence o f more experienced colleague to 
discuss problems and situations with has been established by numerous researchers (Heller & 
Sindelar, 1991; Hale, 1992; Portner, 2001) Sometimes known as mentoring, this process has 
been found to lower new teachers’ sense o f isolation (Heller & Sindler, 1991; Hale, 1992) as 
well as help them adapt to the school culture (Brock & Grady, 2007). In my own case, having a 
person that was part o f the group that I perceived as the ‘other’ become a friend to myself 
challenged the generalizations that I previously had made about those linked to the culture 
adhered to by the school. This friend took the form of Virgil, a teacher with many years 
experience and a member o f the faith practiced by the school. Though Virgil and I had spoken 
briefly at staff meetings, when we started meeting for a few minutes every morning to joke, talk 
about our lives and connect, my narratives on the self and the ‘other’ started to change. These 
meetings began spontaneously when I started to make coffee in the staff room and left it out for
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those working at the school. My time o f being quiet and unsure o f myself in the chaos that 
surrounded me in the experience as a new teacher ended as Virgil, a coffee lover, started to join 
me in my morning ritual o f making coffee. Our discussions became extremely honest when 
Virgil asked my advice about a situation he was facing at the school. After such an exchange, 
speaking in the mornings with Virgil was a daily dose of support and idea-changing discussion 
for me. During these moments Virgil demonstrated that he regarded me as a professional and 
equal by engaging in a dialogue where he asked my opinions on his own practice, commended 
me on the efforts I was making in teaching my students, and gave his opinions on areas I too 
could improve in. Virgil and I also took time to discuss events in the news and to share our 
laments on things we were experiencing while teaching at the school. We also had dinner with 
each others’ families and went out for drinks together with another member o f the staff. As a 
result the discourses on the ‘other’ and self changed. The general statements made about the 
culture o f the ‘other’ transformed and my narratives started to center on individual’s behaviours 
rather than overarching statements about cultural or faith groups. Furthermore, realizing that an
‘other’ esteemed my efforts and viewed me as a professional empowered my own sense of being
\
a professional as indicated by my change in narrative on things not going exactly as planned all 
the time. With Virgil I was able to stand next to the truth of there being no ‘other,’ and to slowly 
change my own perspectives. Through discourse with Virgil my own narratives changed and 
gave not only those making up the ‘other’ their voices back, but returned my own ability to speak 
up as well. This process is summed up in Figure Six. Figure Six attempts to place narratives 
occurring in me in sequences, when often they occurred simultaneously or with little pause 
between them. This figure serves only as a reference point to aid readers in their understanding
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o f the thesis and in no way suggests that all individuals will undergo this process in the same 
progression.
Figure Six: Challenging the Discourse of the 'Other'
Common Ground: We have some similar experiences
t  "' '
Confidence and a 
sense of self professionalism
:  t ;
Understanding
r -  ,
Demise of self/other narrative and 
beginning of individualism
t
Positive and mutual respecting relationship 
with colleague of the school culture
Stage One: Sense of incompetence and inability to adapt to school culture
Stage Five: Sense of incompetence and being judged
Stage Four: Vilifying or discrediting the 'other
Stage Two: Feelings of not being considered as a professional, 
or not being, equal to others of the school culture
Stage Three: Blaming of'other' for lack of conformity 
(Narrative of Self and 'Other')
Figure Six demonstrates that once a positive and mutually respecting relationship with a member of the group regarded 
as 'other' is formed the discourses of self and 'other' as well as self incompetence start to subside.
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Have we Met?: The Recovery of the Self and the Individual of the ‘Other.’
How can you stand next to the truth and not see it? {Bono, 2009)
Previous to meeting in the mornings with Virgil, the entries in my daily journals featured my 
difficulties understanding or coping with the ‘other.’ My entries made negative generalizations 
regarding the faith and culture with which the school aligned itself, based on individuals’ 
behaviours. Resulting from the connection made with Virgil, this narrative drastically changed. 
Rather than making generalizations, my journal entries began to hold individuals, and not their 
cultural group, as responsible for their own behaviour. Upon analysis it is apparent that a 
discourse concerning the individuality o f the ‘other’ started to emerge in my journals only three
days after a friendly connection was made between Virgil and me. For when asked by the Vice
\
principal to offer an extra Literacy Test Preparation Session concurrent to my ESL class, my 
reflections are less generalized and borrow a narrative from Virgil himself.
It feels like they try to suck everything out of you here. It is not because they are Arab though, 
perhaps just cheap. ,
Though the independence o f individuals in the school culture is not apparent in the passage, the
use of ‘here’ creates a distinction between the general culture and faith adhered to by the school
and the school’s separate culture. An acknowledgement that the administration’s behaviour does
not stem from their ethnic or cultural roots indicates a slight recanting of the previous
generalizations made regarding the overall culture the school identifies itself with. Such a
distinction is dramatically different from the preceding entries that refer to ‘a culture that takes
small step towards taking advantage o f you’ made previously in a similar situation. More
importantly the phrase ‘suck everything out o f you’ and the consideration of the administration’s
behaviour being driven by their ‘cheapness,’ mimics the language and sentiments that I recorded
Virgil shared with me only days before this entry. By citing Virgil’s own discourses and
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perceptions, I indicate that he had influenced my own narratives on the self and ‘other.’ By 
connecting with someone who fits into the group I have called the ‘other,’ this label has 1 i ■ 
redefined its dimensions. Indicated by ‘here,’ the school’s culture and not Virgil’s overall 
cultural group, referred to as ‘Arab,’ now makes up the ‘other.’ My discourse shrinking the 
dimensions o f the label ‘other’ to those working at the school, is repeated twice more in my 
narrative and all in the first week o f connecting with Virgil. I note that being asked to change 
students’ grades to please parents ‘is not because o f the faith practiced by the school..(but) only 
because the school is run poorly’ and later that ‘here the integrity of the faith holds no sway.’
The school’s culture is still cast as a shared culture o f the ‘other,’ but is now separate from the 
overall faith or ethnic group o f the staff. For in this narrative the faith practiced by the school 
holds integrity, whereas the expectations and values o f the school’s administration are mired and 
ominous. The discourse of the ominous ‘other’ surfaced from feelings o f not being respected 
professionally and being unable to fit into the school’s culture. When a connection was made 
with someone that I identified as part o f the culture of the ‘other’ that respected me and treated 
me as an equal, my narrative evolved to focus only on the culture of the school which I still felt 
did not respect me. This evolution in discourse o f the ‘other’ persisted concurrent to my 
connection with Virgil until the narrative o f the ‘other’ faded almost completely from my 
journal’s pages.
The narrative o f the ‘other’ being homogenous and untrustworthy somewhat subsided 
and altered when I started to connect with individuals in the cultural group that the school 
affiliated itself with. After it first surfaced, the narrative o f self and ‘other’ appeared in almost 
every daily log except six. Apart from these six, the remaining forty daily logs all make some 
reference to some homogenous culture o f the other as highlighted in the prior chapter. In contrast
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in the first week of talks with Virgil the reference to the ‘other’ declines down to two out o f five 
logs. This brings the eighty six percent occurrence rate of the self and ‘other’ discourse in my 
logs before meeting Virgil down to forty percent within a week o f interacting with him. Within 
the next two months only five references to the ‘other’ are made in total. Three o f these five 
occur within the first month. One is made a week after, whilst the final reference is made near 
the end o f the two month period. This indicates a drastic change in my narrative, while also 
highlighting that the narrative o f self and ‘other’ was still is marginally present. All five 
references to the ‘other’ focused on gender constructions, such as women o f the culture not being 
allowed to meet the eyes o f a man, an area that Virgil and I seldom discussed. Except for the 
entries on gender construction, this discourse simply faded from my reflection’s pages. The 
correlation o f this change in the narrative on the self and ‘other’ to the connection with Virgil 
suggests causality between these two factors.
Figure Seven:
Demise of Self/'Other' Narrative and 
Beginning of Individualismt
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As indicated by Figure Seven a mutual respecting relationship with Virgil led to the demise of 
the self and ‘other’ discourse. Realizing that Virgil was not the ominous ‘other’ that my : 
narratives portrayed all those of his culture challenged the narrative o f self and ‘other’ in my 
journal’s entries. A new narrative replaced the discourse o f self and ‘other.’ This narrative 
ascribed the behaviour o f an individual to the individual performing it, while still eagerly 
searching for anything that he or she did wrong.
The discourse o f the cultural group the ‘other’ disappeared completely from my logs and 
replaced itself with a narrative that attributed individual behaviour to the individual. As indicated 
in the following passage, at first this discourse reverted to a form akin to stage four highlighted 
in Figure One; that o f vilifying the individual’s behaviour when I believed their narrative 
constructed me as unprofessional.
The vice principal always lies to the other teachers, the kids and me. She tells the female 
teachers that everyone teaches seven courses when the male teacher only teaches four. Virgil 
is not like that, nor is Demeter who is the most giving and sweet woman I know. She monitors 
herself to ensure that she is the best (person o f  her fa ith ) possible. Whereas the vice principal 
tries to deceive m yself and the rest o f the staff.
\
The vice principal is held directly responsible for her behaviours. There is no discourse o f self
against the culture o f the administration, only the teachers o f the school against a vice principal
that at times lies about individual work load. Instead o f trying to understand her situation and
providing an excuse for her behaviours in this passage, I vilify the vice principal as I did her
culture in step four o f Figure One’s stages. There is no positive side o f the vice principal
exhibited in this passage as she is asserted as ‘always’ being deceptive. I directly challenged the
narrative o f self and ‘other’ by citing Virgil and Demeter as examples of their faith group not
fulfilling the stereotypes (Steinberg, 2004) that previously consumed my writing. This reference
ascribes the change in my discourse to interacting with Virgil and others o f his faith and finding
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them to be giving and sweet unlike the images o f ‘snakes’ that I previously utilized in my 
descriptions. My narrative also cast me as part o f the cultural group of the other teachers, as 
together we are being deceived by the vice principal. There is a sense that an individual, not a 
culture, has jurisdiction over their own behaviour. Yet with further connection with Virgil and 
others the obsessive pursuit o f documenting every wrong committed by the ‘other’ soon subsided 
and a sense o f understanding started to form.
Measure for Measure: A Scale of Understanding
A  change o f  heart com es slow  (Bono, 2009)
Measure for Measure, both slaves and kings must endeavor
D ow n the hall Horace leads, where their hearts and their deeds
W ill be put to a test, some would call w eighty at best, (den Broeder, 2011)
The progression o f my discourses turning those practicing the school culture from the ‘other’ 
to autonomous individuals soon evolved further into noting that behaviour I did not approve of 
might have reasonable explanations. This is indicated as my narratives started to note that the 
vice principal behaved in ways o f which I did not approve ‘but was under a tremendous amount 
o f stress,’ ‘was only trying to keep the school running,’ and ‘is as stuck as any of us working in 
this school.’ Divergent from the earlier narrative obsessing over how individuals in the school 
displayed behaviours that I labeled as hypocritical, this new narrative acknowledged that one is 
not always perfect and that the vice principal most likely had a good reason for her behaviour. 
This narrative assumes that the vice principal is a good person and it is an outside impetus that is 
causing her behaviour, not an internally held conviction. By attributing actions that I do not 
agree with to things beyond the principal’s control I am suggesting that she would act in ways 
that I believe are more appropriate if  given a choice. The vice principal has become a peer that is 
simply surviving the demands that are placed upon her. This non-condemning discourse 
continued with others at the school as I reflect on one o f the students I previously referred to as a
. ___ce’ engaging in the same behaviour that made me cast this title on her in the first place. I
Hara’s maneuvers to place blame on an array o f things for her marks first scared me. Now I
journal,
only see her as a disgruntled teenager
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Distinct from my first reaction to this student blaming her failing grades on me, I now view  
this behaviour as normal and have a sense o f detachment regarding this incident. Noting that the 
student is a teenager and this behaviour is to be expected diverges drastically from my narratives 
that labeled this same student as a ‘snake’ earlier on. I have started to try to empathize with and
display understanding for the behaviours o f those around me. This is a change in my daily logs
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As indicated in Figure Eight after a narrative on the individuality o f those making up the group
labeled the ‘other’ surfaces, one then can develop a sense o f understanding and empathy for the
actions o f those previously believed to be in this homogenous group. That I am able to not take 
Hara’s behavior personally as I did previously also indicates a sense o f confidence in my own
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professionalism. Hara’s complaints have no reflection on my own performance in this passage. 
This indicates a link between connecting with others in the culture, creation o f the narrative of 
the ‘other’ and feelings o f one being viewed as a professional by their peers. The impact o f 
connecting to a cultural ‘other’ did not only impact my conceptions of the ‘other’ but also the 
roles that I cast m yself in too.
‘There’s a Part of me in the Chaos that’s Quiet:’ A Second Opinion on the Professional Self
There's a part of me in the chaos that’s quiet ^ .
And there's a part of you that wants me to riot {Bono, 2009)
Feeling that I was cast as unprofessional by the administration o f the school and all those 
around me, I engaged in a discourse that judged those around me as the ‘other’ subsequently 
making me fear the judgment o f this ‘other.’ A narrative o f incompetence and fear o f being 
judged by the administration inspired me to literally hide in my classroom and second-guess my 
own professional opinions. Connecting to Virgil and feeling regarded as a professional by him, 
not only challenged the notion o f the ‘other,’ but eroded the fear of the administration and 
allowed me to voice my own opinions as a professional. Virgil displayed his regard for me as a 
professional by seeking out my opinion in situations he faced, enlightening me-with strategies on 
how to deal with the administration and discussing frankly with me the unwritten challenges and 
mandates o f the school. These included the principal’s own contempt for certain ethnic groups 
and the more fundamentalist leanings of the school in the area o f gender constructs, media and 
body language. In response to interacting with Virgil and others o f the community group the 
school was part of, my narrative of questioning my own professional opinions was replaced with 
a confidence in my role as a professional.
Before connecting with Virgil my discourse centered itself on feelings o f being a bad 
teacher and confusion over what I should do when my professional opinions did not correspond 
to the actions the administration stipulated I should take. When things did not completely go as 
planned I considered it a reflection o f my poor teaching skills and ignored my successful 
attempts to make the best o f a situation. Virgil’s consideration o f me as a professional bolstered 
my own self opinion and allowed me to have a more balanced perspective on my performance.
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This is reflected in my narratives a few weeks after interacting with Virgil when the narrative of 
poor teacher declines in my logs. Out o f the forty -six logs that were made prior to meeting daily 
with Virgil, a little more than seventy one percent contain some references to my poor skills in 
teaching or sentiments o f being a professional imposter. These narratives are usually tied with 
scenarios where everything did not work out as planned, such as tests interrupted by spontaneous 
unscheduled assemblies or the principal randomly disrupting a lesson to deal publically with a 
child that had misbehaved during the lunch hour. In the two weeks following the start o f my 
meetings with Virgil, the discourse o f poor teacher declines only slightly to sixty eight percent. 
Three days later an interesting narrative emerges when the principal interrupted a drama project 
in my English room asserting that students acting out Shakespeare did not look like learning.
‘Where are your papers? Where are your pencils?’ She yelled at the kids and did not even 
speak to me. She thinks this is not school work. This is though. I am only human, there is only 
so much I can do. I feel bad that she was upset, but not every lesson is supposed to be quiet 
individual seat work. It is because o f this activity that the kids really grasped the humor and 
meaning o f this scene.
Preceding this entry, a similar situation caused my narratives to focus on a discourse o f my short 
comings for not realizing the school culture defined learning as quiet individual seat work, and 
this was more important than fulfilling the Ministry expectation o f using ‘role play to explore 
ideas and emotions and issues in an oral text (The Ontario Curriculum, Grade 9 and 10,2007, p 
|57).’ In this previous experience I lament my oversight regarding the principal’s construction of 
how learning looks by stating that my lack o f professional knowledge could ‘stand as evidence to 
topple Carl Jung’s entire collective unconscious theory.’ In contrast, this narrative orients me as 
a professional that is sorry to have offended the principal, but acknowledges that my behavior 
was appropriate and o f benefit to the students. If I maintained any feelings of wrong doing it is 
not fixated on in this passage, but rather disregarded in the statement that “I am only human.”
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Rather than asserting that everything needs to go perfectly as planned, I note that l am not perfect 
and have limits. The correlation between this change in narrative and my association with Virgil 
is suggested when I borrow his sentiment o f ‘only being human;’ which he used only days 
previous in describing a scenario where he struggled with the school culture. This is repeated a 
few days later when the vice principal complained one o f my students was earning only a 60% in 
my university level English class.
The vice principal kept asking what I was doing to help Io. I told her about the extra sessions 
I set up and taught on count nouns and plural subject agreement that she had skipped. I felt 
angry because the child’s performance is completely blamed on me while the child can get 
away with skipping and not handing things in
Contrast to my proceeding discourses that highlighted only what went wrong and disregarded my 
efforts to correct the situation, this narrative emphasizes the steps I did make to help Io. Instead 
o f labeling m yself a bad teacher or questioning my own professional judgment, I asserted that I 
had done all I possibly could and that the situation was in the child’s hands and not mine. The 
narrative o f confidence in my professional opinion and comprehension that in teaching 
everything does not always go as planned expanded, though the narrative o f poor teacher never 
quite left my journals completely. Out o f the remaining journals from the teaching year the 
narrative of ‘bad teacher’ appears a little above twenty percent o f the time. Of this twenty one 
percent, eighty-two percent o f the self condemning statement such as ‘I am a bad teacher’ or ‘I 
am always messing up’ are refuted in the same passage by claims of ‘doing the best I can’ and
■ i
‘part o f teaching is problem solving.’ Self doubt in my teaching abilities and sentiments o f self 
condemnation when things did not go perfectly as planned still remained to an extent in my 
journals, but coexisted and were often challenged by a new sense of belief in my own
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professional skills. Due to Virgil’s discourses o f considering me a competent equal; a new found 
confidence in my own professionalism emerged, though it still at times faltered. (Figure Nine)
Figure Nine:
Confidence and a
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As indicated by Figure Nine, a confidence in my own professional opinion began to emerge after 
the narrative o f self and ‘other5 had been challenged in my narratives by a sense of understanding 
o f individuals in the culture and interaction with Virgil. When I stopped judging the ‘other,51 
started to forget that they might be judging me, as Virgil only provided a positive narrative
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regarding my professionalism. Confidence in my role as a professional in turn challenged my 
previous narrative o f incompetence and confusion when the administration o f the school sought 
to undermine an Ontario Ministry o f Education expectation or policy that I believed vital. Once 
again by giving the voices back to the individuals I labeled as ‘other’ through connection and 
mutual respect, I received my own voice in return. Upholding the mandates and expectations of 
the Ministry o f Education that I agreed with provided the words and language I needed to test my 
newly retrieved vocal cords.
A New Scale for Voice: Measuring Things by my Professional Opinion on Ministry 
Mandates
Previous to realizing that Virgil and others in the school regarded me as a professional, I 
felt confusion over what to do when the vice principal and principal demanded that I ignore 
Ministry expectations that I viewed as vital to the students’ learning. As previously discussed,
realizing that Virgil regarded me as a professional provided me with confidence in my own 
practice and opinions. This in turn empowered me to support my own professional opinions
regarding Ministry expectations before the school’s administration. In the subsequent month 
after Virgil and I had started our friendship, I was asked to give an advanced grade ten credit to a 
student, who had arrived at the school only a month before. The student had not handed in any of 
the required work, but because his parents were paying tuition the vice principal demanded that I 
give him a passing grade on a report card. In response I refused, reflecting,
I will not be bullied. The child has not met Ministry standards. The vice principal is putting it 
down my throat.
There is no confusion over my need to enforce my professional opinion here. Previously my 
fears o f being ‘incompetent’ and ‘easily replaceable,’ made me question whether enforcing my 
opinions were professional. The second part o f this narrative provides a hint to what transformed 
my previous discourse o f incompetence to this assertive narrative of needing to stand behind my 
professional opinion. Remarking that it seemed the administration tried ‘putting’ their desire to 
ignore curriculum expectations ‘down my throat,’ mimics a phrase Virgil uttered only days 
before regarding a different scenario he faced. By modeling Virgil’s language, I suggest the 
positive influence o f his discourses on this area of my own narrative. Mentioned in the previous 
section, the narrative o f incompetence decreased to some extent and in its place a discourse
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conveying a strong sense o f confidence in my professional opinion emerged. The impact o f this 
newly gained confidence was again indicated when I addressed the issue of teaching sexual 
education to my female students after one o f them revealed to me that her boyfriend was 
pressuring her to have oral sex as ‘it was not real sex and it was completely safe.’
In the previous contentious area o f teaching sexual education at the school, a confidence 
in my own professional opinion or knowledge displayed itself when a student, Nymph, revealed 
her concerns over her sexual relationship with her boyfriend to me. The boyfriend suggested that 
certain sexual acts would not transmit diseases ‘because they were not sex.’ Sadly this was not 
the case. The behaviours she highlighted were all ways an individual infected with an STI could 
transmit their disease to another. Though previously my belief that I needed to discuss such 
issues with my students made me feel akin to a ‘double agent,’ ‘culturally insensitive’ and 
‘confused,’ a new belief in my professional knowledge emerged. After Nymph spoke to me I 
went to the administration and laid out the reasons why I believed the girls at least needed to . 
understand their own bodies and how STIs were transmitted. After this discussion with the Vice 
principal I reflect,
I have to teach birth control and condoms to the kids, because it’s Ministry curriculum and 
that is what I have been certified to do. Just because we are speaking frankly about something 
they are not supposed to use does not mean I have to do so in a culturally insensitive 
manner.. .1 have a responsibility to teach them how they can be hurt if  they do not protect 
themselves. It will be on my head if  one o f them gets an STI because they think they can’t 
' catch hepatitis from oral sex with their boyfriend. They are likely going to be married one day 
and will need to know this information
In this passage my authority comes from my own professional knowledge and not the position 
that I have at the school or the opinions o f the administration at the school. I am adamant that as 
a professional I must teach certain things, regardless o f the administration’s opinion on
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contraceptive or sexual transmitted disease prevention. I am also adamant that what makes this 
information culturally sensitive or culturally insensitive is how I present and discuss it with the 
students. In this passage I have a strong sense that I am able to present the information mandated 
by the Ministry o f Education in a sensitive manner. Such a statement stands in direct contrast to 
my previously voiced concerns over forcing my culture onto the school’s regarding this issue. I 
no longer see this as a cultural issue, but an educational issue as I have realized that I can teach 
the subject matter in a culturally sensitive way. As a professional I deem it my responsibility to 
ensure my female students receive proper instruction on preventing sexual diseases and 
understanding their own bodies so they are not taken advantage o f by their boyfriends or future 
significant others. Out o f the remaining daily logs recording my professional opinions not 
corresponding to the school’s practices, only two question the cultural sensitivity o f a policy and 
the validity o f my professional opinions on this issue.
The narrative that expressing my professional opinion might be culturally insensitive to 
the ‘other’ faded completely from my logs except for two instances. Both dealt with the sexual 
education curriculum and the concern for the school culture’s view on homosexuality. The 
Ministry o f Education acknowledges that sexual orientation whether it be heterosexual or 
homosexual ‘must be addressed with sensitivity and care..and that these topics ‘be discussed 
openly, honestly and in atmosphere o f mutual respect in its elementary curriculum (The Ontario 
Curriculum, Grades 1 -8 :  Health and Physical Education, Interim Edition, 2010, p 30). The 
grade nine curriculum guide also calls for the promotion o f ‘tolerance (The Ontario Curriculum, 
Grade 9 and 10: Health and Physical Education, 1999, p 3).’ Yet when the subject matter arose in 
class the students voiced negative opinions on homosexuality and those who identified 
themselves as such. Despite my professional opinion agreeing with the Ministry that everyone
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has a right to be respected, I felt guilty afterwards about pursuing a more tolerant narrative with 
my students as I knew it stood against the mandates o f the school culture. In response to my 
conflicting emotions on this topic I reflected that,
Morgan said all gays should die. I tried to use language familiar to the kids to make them see 
the person behind the label. I told them a gay person is still a soul. I went on a bit o f a diatribe. 
I hope I have not been insensitive and I am worried for my job, though all I said was that as 
people o f faith one needs to show love and compassion to those who are the same as us and 
different. Besides I know the Ministry has guidelines on this and to do otherwise would be to 
stand for discrimination.
Though I recognize that my words are justified in the end o f this passage the discourses of 
cultural insensitivity and a fear o f being judged by the administration arises again. This indicates 
that I am still aware that my actions and perspectives might be offensive to the students. Yet the 
quick rebuttal I provided to the narrative o f cultural insensitivity by citing the Ministry indicates 
a change has occurred in my perspective. It is interesting that I place my professional opinion 
before the reference to the Ministry’s mandates on this area. By doing so I am looking to my 
own sense o f professionalism first and then using the curriculum to support it. One realizes then 
that I consider m yself professionally competent to make such decisions. Interestingly enough 
gender and sexual orientation were two areas that Virgil and I never discussed. However, some 
o f Virgil’s comments on homosexuality suggested that his opinions on this matter corresponded 
with the opinions expressed by the overt school culture. The questioning o f my actions of
¡asserting that homosexuality is not a disease or illness may reflect Virgil’s indirect influenceI
through modeling. However, once the discourse o f the worth o f my own professional opinion 
had entrenched itself into my logs, I was able to have confidence in my own professional 
behaviors and opinions and thus remark “all I said highlighted a need for ‘love and compassion.” 
Following this entry, only a single passage is later recorded utilizing the narrative o f cultural
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insensitivity and fear o f judgment by the administration. The absence o f this theme in my logs 
indicates the disappearance o f this discourse in not only my narratives, but my thinking as I had 
found a new confidence in my own professional opinion and behaviour. The final phase o f my 
journey to exorcising the previously dominant discourse o f the self and ‘other’ occurred when in 
my last months at the school I realized that though we varied in some ways, the individuals I 
deemed as ‘other’ were not as different from me as I first thought.
Beyond the Looking Glass: A Reflection on Similarities Between Self and the ‘Other’
The World is a looking glass, and gives back everyman the reflection o f  his own face. (Thackeray, 1963)
After connecting with Virgil, the narrative o f the ‘other’ declined dramatically in my 
daily logs and was replaced by my recognition of those previously deemed homogenous as being 
separate autonomous individuals. This sense o f the individuality o f students, teachers and the 
members o f the administration made me more aware o f the distinct behaviours, attitudes and 
challenges of other females in the school and how at times they spoke to my own experiences 
and sense o f self. Instead o f looking for examples to fit into my written discourse on the ‘other,’ I 
started to see the connections between the other women in the school and myself. An example of 
such occurs after discussing healthy body image with my female students. As we spoke about 
healthy living, I realized a couple of the girls in my class had poor body images and one 
especially struggled with anorexia. Later pondering the discussions that had occurred in the 
class, I mused ‘I would have never expected the girls o f this culture would struggle with body 
image as I used to and most other North American teenagers do.’ On further reflection I wrote
Beyond the glass 
That shatters when touched 
And which shards cut deep 
Into unseen skin
Past the pages 
That promise in perfection 
True happiness in its 
Exfoliating power
Is a fifteen year old 
Who tells me she cannot 
Eat lunch today with a 
20 inch waist and counting
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I wonder whose image are we made in now?
For it is not our own.
The abaya it covers 
It covers the skin
Yet still she said she’s bloated within
The discourse o f the ‘other’ is finally put to rest and erodes in a sense o f shared experience. I do 
not ask whose image the girls are made in, but rather use the pronoun ‘we’ to indicate a sense o f 
solidarity between the female students and m yself in dealing with a certain constructions of 
gender by society. There is no sense o f ‘other’ in this passage even when I mention the 
traditional garment the abaya that the girls and m yself were expected to wear to keep ourselves 
covered. The final reference to self and other occurs before this passage and dealt with gender 
constructs and the girls’ inability to date at all as I noted that “I can not relate tojheir ability to 
submit to a regime that steals their sense o f self.’ As Virgil and I seldom discussed gender, it 
seemed the narrative o f self and other remained somewhat entrenched until I gained a sense of
i
common ground with the women o f the school culture. This is indicated through comments that 
occurred throughout the rest o f my logs including ‘I felt similar as a young woman to them, 
doubting the size o f my hips and the shape o f my face,’ ‘the girls not being able to date is not so 
bad, I didn’t do so till I was older and am glad o f it now’ and ‘ I forget what growing up as a 
young woman in a strong faith group is like.’ All these entries indicate a sense o f shared 
understanding and solidarity regarding the gender experiences o f the young women at the school
i
and over turn the previous passage that notes the girls are being repressed under a regime ‘that 
steals their sense of self.’ Not dating is not cast as repressive after this sense o f solidarity as I am 
glad that I did not date till I was older too. By pointing out our similarities and common ground it 
seems that the discourse o f self and ‘other’ is finally put to rest. This narrative of common 
ground simply was not present prior to the connection with Virgil. For my logs preceding the
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connection o f Virgil highlighted my inability to fit into the gender constructions o f the school 
through self imposed labels such as ‘siren.’ The power o f an open and mutually respectful 
relationship with Virgil challenged the narratives formed from sentiments o f disrespect and 
disapproval. As discussed in the next and final chapter, the climate o f the school and the 
relationships o f teachers with the administration holds more weight than can be covered in a 
single sentence.
CHAPTER SIX: DISCUSSION ON BEYOND WHAT IS COVERED
A Theory on the Timing of Teaching Stages:
As indicated by Moir’s work (2009), with the proper support a beginning teacher may 
progress through some o f the stages that Huberman (1993) and Katz (2004) indicate take years 
within their theories. Katz’s model suggests it is only in a teacher’s second year or late into their 
first year o f teaching in which they will feels stable in their abilities. Huberman (1993) proposes 
this process takes at least four years. My experience indicates that with the support o f colleagues, 
this sense o f confidence can be developed in a new teacher within six months. Though Moir 
(2009) argues that this phase occurs very often after Christmas break, usually four months into a 
teacher’s career, my progression into a strong sense o f confidence in my teaching skills was 
blocked by a discourse maintained by the school administrators that I was not a professional 
teacher. My need for support from the administration and colleagues aligns itself with Moir’s 
(2009), Katz’s (2004) and Huberman’s (1993) theories on the stages new teachers progress 
through, as they all emphasize the importance of collegial support in helping new teachers to 
create a healthy image o f themselves as a professional. More importantly, as my experience 
suggests, when this support is lacking in a culturally different school a new pattern emerges that
• ’i
tends to place the new teacher and the school culture in opposition.
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New Teacher Identity: The Dire Need for a Discourse of Support and Trust:
We know narratives influence identity construction (Benwell and Stokoe, 2006).We also are 
aware that many new teachers experience a sense o f feeling overwhelmed and incompetent as 
part o f their transition into the profession (Huberman, 1993; Moir, 2009). Recognized by Moir 
(2009), a new teacher’s work load and sense of scrutiny by parents, the administration and others 
can trigger a stage o f disillusionment that can last up to the middle o f the teaching year, and 
beyond. However, as suggested by my experience, for a teacher experiencing this transition to 
practice in a culturally different school, an array o f other stages have the potential to occur. The 
stage o f anticipation and excitement that arises from being hired to teach still transpires, along 
with a general sense o f survival when adapting to all the requirements o f teaching. Yet when 
faced with struggles to conform to the school culture, along with some teachers’ perceptions that 
they are not a professional or a legitimate authority (Bourdieu, 1995), a prolonged sense of 
incompetence and fear of judgment can descend upon the new teacher. This sense of 
incompetence is congruent with Moir’s stage o f teacher disillusionment (2009) but continues 
well on past its usual dissipation at the mid year mark. If a discourse o f the self as incompetent 
continues it may indicate that the new teacher has interpreted the narratives around her to suggest 
that she is untrustworthy or unequal. These negative discourses may be internalized as a 
reflection of her own professional identity (Gee, 2008). In my case, this was displayed by my 
continued remarks that I felt I was a ‘bad teacher’ or ‘imposter,’ even past the juncture where 
Moir (2009) indicates a new teacher should have a sense o f confidence in their practice. As one’s 
perception o f identity may influence behaviour (Benwell and Stokoe, 2006, Gee, 2008), these 
self descriptions can impact the new teacher’s performance. My perceived narrative of
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incompetence left me fearful to teach with my door open, to voice my professional opinions or 
even to make a mistake o f any sort. Feelings o f incompetence made it difficult for me to stand up 
for policies and expectations o f the Ministry o f Education that I believed I should teach when the 
administration sought to undermine or disregard them. Viewed as an illegitimate authority, I 
started to act as one. Along with the effects on the new teacher’s own sense o f professional 
identity, being cast as an illegitimate authority presents the potential second danger o f the new 
teacher isolating herself to avoid feelings o f being judged by the administration. The new 
teacher then cuts off connections between herself, the administration and others in the school that 
potentially should have served as pivotal supports in refining that new teacher’s practice.
The research o f Huberman (1993) suggests a sense o f support and trust by the administration 
and colleagues is vital to helping new teachers successfully transition from insecure novice to 
able professional with a more stable sense o f their position and role. In other words, new teachers 
do not form the best possible professional identities in isolation from the administration or their 
colleagues or when they feel these individuals are hostile towards them. My discourses o f self 
incompetence continued to find fuel from the narratives o f the administration that I perceived 
cast me as unequal or untrustworthy. Akin to Goffman’s (1959) and Bourdieu’s (1995) theories 
o f identity and legitimacy, I literally became ‘tongue tied (Bourdieu, 1995, p 52)’ with feelings 
o f incompetency and confusion when my performance o f my professional self seemed to be
J
(dismissed and viewed as illegitimate by the administration. From the principal interrupting my 
classes to assert that group work did not conform to how she perceived learning looked to 
hearing the vice principal tell others that they should not listen to my professional opinions on 
proper ethical behaviour, I continued to feel constructed as unprofessional by the 
administration’s narratives and unsupported. Lacking a sense o f support or ability to conform,
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my first response was to hold m yself accountable and hide in my classroom. Attempts to isolate 
m yself by keeping my doors and windows closed made me feel protected but cut me off from the 
other staff. My attempts to isolate m yself to avoid the judgments o f the administration and being 
found out as an imposter, prevented and delayed my ability to connect with Virgil or others. 
Never lingering around outside o f my classroom unless it was for hall duty or to make coffee, I 
limited the possibility o f making friends with my fellow staff members. This isolation and 
discourse of being judged by all those around oneself creates fertile ground for the narrative of 
self and ‘other’ to emerge.
When dealing with a culturally different school with an administration that displays hostility 
instead o f support towards the new teacher, the lack o f trust and respect a new teacher feels may 
lead them in turn to mistrust and make the more dominant culture in the school into the ‘other 
(Shields, 2002; Blackmore, 2010).’ Unable to conform to the school culture and perceiving that I 
was mistrusted in the area o f professionalism my narrative first turned to my own incompetence 
and then to the narrative o f the ‘other’ as untrustworthy. In order to validate my own contested 
identity in discourse as well as gain a sense o f power and voice (Shields, 2002; Blackmore, 
2010), I then turned the narrative used by the ‘other’ upon themselves casting them as below my 
own culture and unprofessional in the area o f morality as well.
] Out o f all the daily narratives that touched on this process o f ‘othering’ the main theme stems 
from trust issues between the administration and myself. Argued as a factor of health for an 
organization (Kramer and Tyler, 1996) trust in general, or feeling a lack o f it from the 
administration, served as the basis for the beginning o f my narrative that constructed the ‘other.’ 
For it is out o f a sense o f not being trusted as a professional or a legitimate authority that first 
promotes the narrative o f bad teacher which later evolved into the narrative o f the ‘other.’
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Though we naturally categorize things that are different than us (Hall, 2006), a sense o f being 
looked down spurred the construction o f the ‘other’ to become darker thus creating a riff 
between new teacher and the entire school culture. Such preconceived notion o f any group 
whether it be faith, socioeconomic or community based, influences teachers’ connections with 
students and student performance (Jussim and Eccles, 1992, Alvidrez and Weinstein, 1999, 
Gomez and White, 2010). Fostering trust in the school requires teachers to be able to approach 
the administration with their problems knowing that they are a respected member o f the 
community (Brock and Grady, 2007; Jonson, 2008). Trust also requires teachers to know the 
administration will support them when tough issues arise between teachers and students, teachers 
and parents or another group (Brock and Grady, 2007; Jonson, 2008). The above descriptors 
stand in direct contrast to a new teacher feeling watched by the administration and afraid to make 
a mistake or frequently have school climate as well as administration publicly highlight the 
unequal status o f the supposed professional. The most productive climate for new teacher 
identity and healthy perspective on the other does not require the absence o f a dominant culture,
mainly the recognition and respect o f the values and worth o f the minority culture (Ghosh and
\
Abdi, 2004). If the voice o f the minority teacher in the dominant culture is recognized and 
respected, she is less likely to feel anger, resentment and being ‘othered’ and thus not perceive a 
need for ‘othering (Shields, 2002; Ghosh and Abdi, 2004).’ When an administration does not; 
respect a teacher’s diversity, animosity occurs between the dominant and minority groups 
(Ghosh and Abdi, 2004). All that was required for the narrative o f the ‘other’ to be challenged in 
my mind was a narrative o f trust, professional respect and an equal relationship from a colleague 
o f the group created in my mind as ‘other. ’ Allowing the new teacher in a culturally different 
school a voice and a sense o f moral and professional equality may undermine the animosity that
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comes from being an outsider trying to adapt to a foreign culture whether it differs in religious or 
socioeconomic backgrounds. The following leads into another area on teacher identity formation 
in a culturally different school, the importance o f a friendly cultural insider.
Don’t Call Me Mentor, Call Me Friend: The Importance of Equality and Adult Learning:
In her research on the teacher from the dominant group attempting to connect with 
students from very different cultural backgrounds from their own, Mary Gomez (2010) 
recognizes that teaching a practicum at a culturally different school is not enough for many new 
teachers to be able to connect to a culture, without establishing a sense o f self and ominous other. 
Instead Gomez upholds the importance o f ‘long term relationships with’ people o f cultures 
different from the teacher’s background (2010, p 470). Though this research is aimed at creating 
understanding o f children from an array o f communities without drawing off stereotypes 
regarding the ability o f the ‘other, it highlights the importance o f mutually respecting 
relationships in the prevention o f unhelpful discourse construction regarding group and self 
identity. Though Virgil was not in the position o f an administrator, my interactions with him as 
a respected equal severely challenged the narrative of self and ‘other’ and enabled me to 
continue at the school. In the case o f challenging the discourse o f ‘other,’ a trusting relationship 
¡with a member o f another culture can replace a mistrustful relationship with the administration. 
Yet, due to the lack o f trust, a need to guard oneself against them still remained. One can only 
speculate how this lack o f trust might have influenced the daily running o f the school and the 
effectiveness o f this organization in fulfilling its mandates. Regardless, the mutually respecting 
relationship with Virgil and later others o f his culture allowed me to have a more balanced
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experience in relation to the ‘other.’ Along with this, being able to speak truthfully to Virgil 
regarding struggles I faced, working out strategies, receiving guidance regarding how to navigate 
through school culture and the overall culture the school oriented itself with along with being 
able to provide these solutions to Virgil allowed me not only to challenge the discourse of self 
and ‘other,’ but regain my own sense o f pride in my professional identity. Although this may 
sound somewhat similar to a mentoring relationship where one teacher provides feedback and 
cultural capital to another (Jonson, 2008), it differs in the sense that a mentoring relationship 
involves a power structure where often the mentoring teacher is considered the expert whilst the 
new teacher is considered the novice. My relationship with Virgil differed significantly in the 
sense that Virgil and I sought to learn from each other’s experiences regardless o f Virgil’s long 
teaching career and my relatively new foray into the field. The power structure of a mentor 
relationship where one individual acts as a source o f knowledge and the other as an empty vessel 
perhaps would replicate the climate and overall narrative o f the school; that o f unprofessional 
teacher and ‘other’ not culturally but only waiting to move up into the ranks when they finally 
‘get it.’ Such a tone might be indicated as condescending to the new teacher in a culturally 
different school as opposed to mutual respect and empowerment. New teachers are adults, and 
thus maintain the same needs as other adult learners. Theorists in this area o f study assert that 
older learners perform best when they are granted autonomy to leam (MacKeracher, 1980;
: Briton, 1996) and when they are viewed as learning with the facilitator or are o f equal status 
(MacKeracher, 1980).: Again, new teachers will construct themselves based on all the discourses 
that surround them (Gee, 2008). Being treated as an equal and granted autonomy sends a 
powerful message to a new teacher. Thus, in order to combat the discourse o f the other, 
friendship not mentorship may be required by those deemed as culturally different. It was only
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when I was able to connect my experiences to those of Virgil that the mutual respect and 
narrative o f equality resulted. Granting respect and a voice to others regardless o f their position 
as teacher, student or administrator seems vital for the prevention o f negative constructions of 
the ‘other.’ Yet considering such as the all solving solution to the issue may be fool hardy as 
those orienting the new teacher into the world o f teaching still must take into account the 
teacher’s values and beliefs that do not easily conform to the school culture. It is for this reason 
that a third and value free space is required.
The Much Needed Third Space:
In areas where the school culture and the teacher’s core beliefs on issues such as gender 
constructions, contraceptives and homosexuality do not align, greater efforts on the part o f both 
the dominant culture and the individual o f the minority culture must be made. It is here where 
one needs what Bhabha (1994) labels a third space where cultural values that differ can be
discussed and can result in either in hybrid or syncretic ends. Hybridity means the two ways of
\
thinking are brought together to create something innovative or new, while syncretism entails 
allowing opposite principles and practices to coexist simultaneously (Ghosh and Abdi, 2004). 
Allowing m yself a third space to discuss things with Virgil created a sense o f syncretism where I 
could respect his views, while at the same time not upholding his religious practices as necessary 
for myself. For my values are put aside for a moment as indicated by Bhabha (1994) when he 
asserts that this third space requires the values and structures o f the dominant culture to listen to 
the culture o f the minority without superimposing their own values. By listening to Virgil 
without bringing my cultural baggage and constructions o f his society, I was able to challenge
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the discourse o f self and other. This stage could not have been reached unless I had been given a 
third space by Virgil who allowed me to question and discuss my own issues adapting to the 
school culture. By feeling respected and able to voice my own opinions, I was able to engage 
others as they did so also. However, give is required on both sides. Compromise, compassion, 
respect and understanding are needed by all and should be granted by all. New ways o f 
innovating the system to meet cultural needs while not undermining individual rights are 
required. This is especially so considering numerous cultures’ conceptions o f homosexuality and 
o f the ‘other.’ Individuals from an array o f cultures and orientations must feel respected or else 
the narrative o f the other will create binary oppositions where none truly exist. This thesis is not 
able to answer the entire “how to” o f such questions, only provide insights on the needs o f the 
who. Canada is a multicultural country; a factor that we hold as our greatest strength and beauty. 
As teachers, students, principals and community members we must seek to protect that strength 
from becoming a dividing factor and our greatest weakness. By realizing and respecting that 
individuals and cultures are far more than can be covered in the generalization and binary 
oppositional label ‘the other.’
Conclusion:
The induction of new teachers into the practice requires that these teachers are provided an 
environment surrounded by discourses o f trust, empowerment and their own potentials as
i
i
teachers. This does not mean that new teacher mistakes are not dealt with, only that they are 
done so while conveying a sense o f respect for the new teacher’s professional status. In distinctly 
different cultural settings, new teachers benefit from an open, honest and mutually respectful 
connection with a member o f the dominant represented culture. This relationship should not be 
hierarchal but rather focus on the mutual equality and learning o f both cultural insider and new
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teacher. Such relationships should also allow a ‘third space’ where the new teacher can openly 
and honestly discuss some o f their cultural struggles and strategies with either the cultural insider 
or others o f the dominant cultural group. A new teacher may interpret themselves incapable or 
the dominant culture as ‘other,’ but through further narrative these assumptions can be 
challenged and a story where we all journey down that path o f education together can begin. 
Dealing with the transition to teaching is something that can not be covered by a thousand years 
o f teacher’s college classes, but can be eased into with a cup o f coffee in hand and an openness 
in creating a shared sentiment o f respect.
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